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ABSTRACT 

The social studies have a special opportunity and 
responsibility regarding the deprived, for social studies teachers 
teach ''about '» as well as "to" the disadvantaged. Dr, Jonathon C. 
McLendon has conducted this study to interpret, for curriculum 
decisionmakers and other educators, significant research, development 
and current practice that bears on social studies and the 
disadvantaged. The seven documents within this kit cover the areas of 
social study curriculum, teaching strategies, media, teachers for and 
about the disadvantaged, and recommendations to the education 
community. Also included are a list of exemplary programs and a 
bibliography of current related documents available from ERIC. The 
Final Report of this project entitled "Social Studies and the 
Disadvantaged: Targeted Communication (Interpretive) Study of 
Research and Development" has also been entered into the ERIC system. 
(Author/LS) 
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PROBLEM ► RESEARCH 



INTERPRETIVE REPORTS OF EDUCATIONAL RESEARCH AND DEVELOPMENT 

Enclosed are specially designed materials on a topic of current Interest to edu- 
cators. The purpose of the materials, produced under U.S. Office of Education 
contracts, Is to bring research and development findings to bear on the practi- 
cal problems of educators. 

Because OE Is able to produce only a limited number of copies, the materials 
are designed so that educators can easily and Inexpensively I’Bproduce or adapt 
them to meet local needs, and dfstflbute them ip their educational communities. 
Other studies are being supported on problems now facing school, personnel. 

As materials from these studies become available, they will be dissenilnated In 
the same manner. 
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SOCIAL STUDIES AND THE DISADVANTAGED 



All of the basic academic disciplines today- -the language arts, mathematics, science 
and social studies— must be adapted to serve the educational needs of the 
disadv^taged. Xt would seem that the social studies have a special 

no *'???? deprived, for social studies teachers teach about 
as w6a 1 as to the disadvantaged. Despite this natural affinity however i 
recently the social studies have seriously ignored their special oppo^tmiS^ 
Fortunately, regardless of a lack of precedeSs, resuUs 

social stupes regpding tlie disadvantaged have appeared in growing and ^mi- 
fxcant nuiribers during the last 2 or 3 years. Knowing ana ^igni- 



Some Hints for* Curnlcultitn Design 

. In teaching history deenphasize time and chronology; focus on 
situations and personalities; attempt to provide a you-are-there 
or here-and-now quality with which students can identify; and 
include less breadth but more depth on a fewer number of signi- 
ficant topics. ® 

. Do not assume that disadvantaged students cannot deal with social 
science concepts of big ideas* They can if given carefully and 
sequentially designed programs that maximize opportunities for 
success along each step of the curriculum. 



o teaA ^out the disadvantaged, provide opportunities for contacts 
hrough the use* of pupil assignments, classroom visitors, various 
media, and avctual classraom and sdiool intergrom activities. But 
e aware that superficial mid fleeting intergroiq) contacts may serve 
only to reinforce or create stereotypes. 



Some Teaching Strategies 



Try to feature active involvement of the students 
variety of activity. 



and to include a 
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. Provided classes can be small enough to allow for individualized 
tea( 2 hing and activity work, students should not be homogeneously 
. grouped but placed in classes with students of various ethnic 
backgrounds and ability levels. 

. Because of disadvantaged students' difficulty with the language 
of the school, audiovisual media often help, but these should/be 
supplemented by readings and discussion. 

. Caution should be taken when exposing students to conflict-type 
media. 

Other Suggestions to the Education Community 

. Teaser educators should give more attention to the disadvantaged in 
their regular preservice and advance study programs, as well as through 
special offerings in conferences, workshops, institutes, clinics, and 
other means. 

. School administrators and board members ;$hould recognize the vfidespread 
neglect of social studies for and about the disadvantaged in terms of 
substantial support of needed instructional materials, appropriately 
trained teachers, curriculum development, and teacher-training programs. 

Support should be given especiallj^ to those plans for improvement that 
involve tryout on a limited scale but with adequate resources devoted 
to the effort. "Window-dressing” changes are less beneficial in the 
long run than carefully planned ch;anges with results measured and reported 

For More Information 

A study entitled "Social Studies and the Disadvantaged; “ Targeted Communication 
(Interpretive) Study of Research and Development" has been prepared by 
Dr, Jonathon C. McLendon and others from the University of Georgia, Athens. 

This report will be available from the ERIC Document Reproduction Service 
(EDRS) in microfiche and hard copy. 

\' • 

A PREP kit. No. 14, also deals with the topic "Social Studies and the 
Disadvantaged" in seven documents. The areas of social studies curriculum, 
teaching strategies, media, teachers for and about the 4is4avantaged., and 
recommendationi; to the education community are covered. Also included are 
a list of exemplary programs and a bibliography of current researdi for and 
about the disadvantaged. PREP kit No. 14 will also be available from EDRS. 
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studies have special opportunity and respon- 
sibility regarding the deprived^ for social studies 
tea^jihers teach about as well as to th® disadvantaged. 
Logically then, one might expect the social studies 
component of schooling to have risen early and fully to 

emphasis on the education of and 
about the deprived. But this has not happened; indeed, 
the social studies have lagged. 

It was 1969 before any book-size publication appeared 
on social studies and the disadvantaged, in the cur- 
rent sense. Not one of the 40-some major social, stud- 
ies curriculum projects during the 1960's focused pri- 
marily on either disadvantaged students or currlcuLm 
content concerning disadvantaged peoples. Many hun- 

soufhr^t^r^^'^®^' workshops, and programs 

sought to Improve teachers; but only a handful dealt 
mainly with the disadvantaged. 

organizations responded slowly, 
y 1968 national convention programs began to reflect 

Somrqr«L°^ the problem, but no major thrust was made. 
Some State councils for social studies paid more atten- 

problem; but others, little., There seemed 
lltae evidence, as the 1960 's ended, that national 
professional leadership in social studies was coming to 
grips with the problem, much less guiding teachers 
toward hopeful means of coping with It. 

Despite such limitations, however. Interest In the 
disadvantaged grew among teachers and leaders in the 
e . Efforts to improve the contributions of social 
studies to the disadvantaged were sporadic, uneven and 
often home^de; but they were undertaken in many school 
systems. The previous efforts lacked precedents or 
patterns to guide their practice; but this did not deter 

lnr?he probSm!°®' desirous of meet- 
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^ years, and especially during the last 2 or 3 re- 

have apyLeri^ gr<nSg”rd\\tl^i::„1“,iir 

auccess, their reporting has provided a^ 
ablliS of sLreu^dL i “n guide school practices. But the avail- 

.4 ;%1 r r si.tsts ssr?; rs-u-.' “- 

curriculum decisionmakers and other educators, significant^eselrch^ 
aevelapment, and current practice , that bears on so^iS studil; 
the disadvantaged. Involved with Dr ^ 

study and the writing nf I? , McLendon in the conduct of the 
M-fnhLi T wyiting ° report were Donald 0. Schneider 

Michael L. Hawkins, and Marion J. Rice. uu«.Lat.r, 

is based is being entered 
system, and copies in microfiche and hard copy will be 

t jr Reproduction Service undeftL titL 

(In?e™reWvers“t‘ol : Targeted Cotununlcatlon ' 

flnS ?eporrburnot IncSderin 'he 

catora of and about the dlsadvantagL stouirflSId heloful“ 
graphic data and abstracts of the repo«rsurveved 

DLXL1:ge?:"“EleLn?:^TcZrsSdle“ 

the^'dlsad^Jan^geT'"^ " bibliography of selects" re^rnct^on 
Included in this kit are the following documents: 
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14-A 
14-B 
14-“C 
14"D 
14-E 
14~F 
14- G 



ScQtal Studies (hiTTvo^iVums 
Teaching Strategies 
Media 

TeaohevB Fov and About the Diaadvmtaged 
Beoaimendattone to the EduoaHon Cormuniiu 
EosempZary Programs > 

Hesearah ott Social Studies For and 
About the Dtsadvantaged ~ 



The research reported herein was performed 
pursuant to a grayit with the Office of Edu- 

wT?/'®' of Bealth, Eduaatian, 

and Welfare. Grantees undertaking such pro- 
jects under Government sponsorship are en- 
couraged to et^ress freely their professional 
Qi^gmnt ^n the conduct of the project. Points 
of vzew or optnions stated do not^ therefore, 
necessceevly represent offioal Office of Educa- 
tt,on pos'Ltvon or policy. 
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Recently concern has mounted for developing social studies cur- 
riculums to teach students about the present role, status, and his- 
torical contributions of the disadvantaged in our society, Develop- 
ment of social studies for disadvantaged students appears, however 
to have been an extension of concern for many of the types of stu-* 
dents once labelled '’slow*' learners. Various characteristics now 
associated with disadvantaged learners previously have been ascribed 
to slow learners low level cognitive performance (acquisition of 
knowledge and thinking skills), lack of interest in school, compara- 
tively weak self-concept, and similar low-ranking traits. Thus 
frequently debated questions regarding slow learners or low-level 
achievers reappear in discussions of structure and organization of 
the curriculum for the disadvantaged. 

Should a curriculum based upon a different conceptual organiza- 
tion be developed especially for disadvantaged students'^ If so 
should educators attempt to teach these students less, that is cover 
fewer topics, deal with fewer concepts, or omit many details? If 
not, are compensatory or remedial programs needed to help disadvan- 
taged students phase into the regular social studies curriciulum? 
Inese questions are discussed in the following sections. 



HISTORY AND SOCIAL SCIENCE DISCIPLINES 

Some experimentation, research, and innovation have involved a 
^ single social science discipline or social studies course. The ma- 
jor objective may be a straightforward attempt to increase students' 
earning in a subject. Usually in such cases, information increment 
is sought (Edgar, 1966; Wilson, 1967);-^ but occasionally the objec- 



^he studies cited are not included in this report; however 
complete bibliographic data and abstracts are available in the Final 
Report of the project entitled "Social Studies and the Disadvantaged 

(Interpretive), Study of Research and Develop- 
ment. The Final Report has been entered into the ERIC system and 
is available from the ERIC Document Reproduction Service. 
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tlve Is higher level cognitive learning involving analysis, applica- 
tion, synthesis, and evaluation (Muller, 1969). And frequently the 
learning of historic or social science information and methodological 
procedures are used as vehicles for bringing about attitude changes 
or other affective learning (Muller, 1969; Dow, 1969; Ashbaugh, 1967; 
Jones, 1965; Estes, 1966). 



HISTORY 

Most experimentation dealing with single disciplines has focused 
on history, particularly American history. Undoubtedly Its standard 
offering in the fifth, eighth, and eleventh grades within the tra- 
ditional curriculum helps to account for this. But the demands to 
give more attention to the historical contributions and contemporary 
status of minority groups, especially those groups toward which dis- 
crimination has been and continues to be directed, and from whose 
ranks a disproportionate number of disadvantaged students come to our 
public schools, can probably be most widely met within the tradition- 
al framework in American history programs. No doubt, too, the wide 
array of printed materials and audiovisual media facilitate attempted, 
innovation. Hence, modifications of traditional curricular content 
or emphases can be achieved with minimum teacher inservice training 
and curriculum revision efforts. 

The most prevalent innovation in social studies currlculuras 
where history is the central or only discipline from which course con- 
tent is drawn is the expansion of the scope of American history pro- 
grams to Include study of minority group contributions, status, and 
leaders. This has usually centered on the history of Negroes in the 
United States. Changes In teaching materials, spearheaded by the 
demands to include more attention to minorities in textbooks, appear 
to represent the bulk of efforts at modification. And here as in 
every other phase of research and experimentation related to social 
studies and the disadvantaged, precious little has been undertaken. 

A recent survey conducted by the U.IS. Office of Education (Goff, 1969) 
indicates that just over one-half of the State’s departments of educa- 
tion had any type of material for teachers to provide guidelines for 
teaching about Negro history, and only a few additional States were 
planning or producing materials. None provided course outlines. 

Thus here, as in many other instances, the responsibility rests with 
local systems. Usually Negro history is integrated with already 
established programs at particular school or grade levels, although 
In the senior high school, especially at grade twelve, separate 
courses have been established. 

One approach to including Negro history in the social studies 
curriculum Is to develop short units or 'depth studies to be built In- 
to particular courses or grade levels (Edgar, 1966; Georgeoff, 1967; 

T. Smith, 1967), The success of such an approach deijends heavlxy. 
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as often found, on teacher readiness and competence to i-^^nh m. 
content which may require new materials annerhaos Z 
cedures as well. When Smith attempted to insert Neero 
(and historical methodology) at each grade "J^eJ Lom 00 "': ^^“shf 
found that, while teachers asked for daily j'esson nJanc i-r, 
teaching, they varied considerably in actuallv thexr 

teaching processes. Not onlHid they suggested 

processes, but their reLSoL in using these 

to even resentment at bein“tooived1n®tL a«e^n?eS''-'“ 

for^rinno^UoTand maTiL^Jh^- 

for success^ eof f f iwirAshXhrW^ °lT^d 

or^'L^f^rCDo^W '’l968 f weli:hnown^-'Ha“;.. 

perform at a hlehpr lotroi i-in Participants in the study 

L™L^::t%^fn“SeS!" 

attitudes, anxieties, and fears possessed by individual 
teachers can significantly affect student learning regardless of 
teacher involvement in planning and implementing L^cu^r icului s de 

self-concepts and raciaf unLrsC^iSng anf 
not necessarily in the direction expected. For Lamnle 
more^relLf '"t participating Negro teachers in one city wPre * 

^ ^ forceful and directive than white teachers in 

teaching an ^experimental unit of study on American Neg^rh^s^or^ 

whlt^rparant 

Negro^Sderrand'^tr^''? is extended to include new information about 
negro leaders and the significance of their leadershlo roles it 

not adversely affect disadvantaged students' performaL.e on more tra- 

oveh?? bests (Edgar, 1966j Muller, 1969). In fact 

overall achievement in social studies may be enhanced (Muller 1969) 

gr at^r ™Let: accLpanied by thf Le of I 

fhouirnir^e ° 1 ”! f I beaching approaches. In such cases it 
^ concluded that Negro or other minority group historv 

ti T J ^o^ie-l studies as more releva^rLd 

to achieve greater knowledge gains. i exeunt and 

Relevance, like beauty, lies in the eye of the beholder Whar -f = 

nevertheless M otherwise simiiar^ay 

^ ^ 1 greatly, and selective retention is apparently re- 

perception. For although students of dlfferLt 
ethnxc or racial backgrounds can learn historical informs i- i m-. oK 

(ESr-"GSgeolf)’’“tudrt'’°’'^ ^ specially designed progL 

teXo L\”rb“t^;r=r:u“:tL^n: 

WSlV^Shaf s^udeLn T °bher’groups (GusLf^on, 

J-yo/;. wnat students retaxn after a fairly extensTVfi 

subsequent to instruction depends, at least partly, on previously 

e attitudes. Readiness to learn about others and to retain wLt 



is learned, then, varies among individuals not only in relation to 
intelligence V achievement, and other Individual characteristics, 
but also by membership in particular ethnic, social, or other sub- 
groups within the society. Of particular importance is Gustafson’s 
finding that members of ’’the dominant white majority” (her classi- 
fication) showed greater readiness to learn about others than did 
minority cultural groups. 

In somewhat similar but much more extensive research linked 
to a fifth-grade curriculum project (Brzelnskl, 1968), selective 
perception in learning about the historic and cultural contribu- 
tions of minority groups again was a factor; and again Anglo 
(white) students achieved greater gains in learning about others 
than did Negro or Hispanic (Spanish-speaking and Latin American 
cultural background) students. But achievement varied from group 
to group according to the particular combination of media and 
teaching procedures Included. As with other studies ,■ despite the 
generally consistent knowledge gains, attitude changes were more 
variable. Again there was a tendency for a particular ethnic or 
racial group to have a better image of Itself than other groups 
did. Here, too, specific combinations of media and teaching 
varied more widely in their effect on affective learning than on 
cognitive learning. 

Neither of these studies controlled for socioeconomic status 
differences among students. In research where this factor was con- 
sidered (Fisher, 1965), both race and socioeconomic status appeared 
to affect attitude change. Fifth-grade middle-class Negro students, 
as a group, exhibited significantly more positive attitude change 
toward American Indians than did middle-class Caucasian students 
when content about Indians was built into the social studies curri- 
culum,. While this appears to contradict previously cited studies, 
the studies are not strictly comparable. Other research has shown 
that lower-status whites compared to middle-status whites are less 
positive in their attitudes toward minorities. Various minority 
group members may similarly vary in their attitudes. If replica- 
tion of this type research produces similar findings, then the dif- 
ficulty of developing a social studies curriculum model for all stu- 
dents from different racial, ethnic, and perhaps socioeconomic back- 
grounds may be Insurmountable. 

Another dimension of the curricular interaction between affec- 
tive and cognitive learning was evident in the experimentation 
carried out in Vallejo, California (Muller, 1969). In this Instance 
teachers and project personnel planned new programs for grades five, 
eight, and eleven, basing their curriculum development on concepts 
identified by Price, Hickman and Smith in Mas or Conoepte for the 
Sootal Studies and focusing on Integrating contributions and history 
of minority social groups into the traditional American history 
curriculum at these grade levels. They worked with an Integrated 
school population, and noted that, although the students attained 
significant knowledge gains and critical thinking skills gains. 
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commensurate changes in actual Intergroup behavior did not follow. 

In fact while behavior for some students was changed in a positive 
direction, for most there was no change recordedj and in some cases, 
a decline in intergroup contacts was noted. Corresponding to re- 
search in related fields such as that of Easton, Hess, and Tomey 
in political socialization, the Vallejo project found that less 
change was achieved in the affective domain along with lesser knowledge 
gains at the senior high achool level. This was supported by 
teacher reactions to the success of the program which stratified 
along grade lines! fifth-grade teachers expressing the greatest 
satisfaction with the program and eleventh-grade teachers, the least. 
Additional support that positive attitudes can be developed toward 
particular disadvantaged groups by elementary students by specifi- 
cally including "positive” content about the group is found in the 
Fisher study previously noted. In addition with children of this 
age, changes in attitudes apparently can be achieved without con- 
comitant information gains. 

Programs such as the Vallejo project are designed both to be 
used with disadvantaged students and to teach others about the 
disadvantaged. Other efforts have been directed at designing cur- 
riculums exclusively for use with disadvantaged students, Reading 
deficiency among disadvantaged students has been a major character- 
istic found in the descriptive literature. Calls for history cur- 
riculums that include materials with high interest and low reada- 
bility requirements have bombarded school administrators, supervi- 
sors, project directors, and publishers for years. One approach, 
and the most pervasive one, is the attempt to maintain the tradi- 
tional curriculum framework while cutting back on the volume and 
level of the reading component (Uphoff, 1967), Follett Publishing 
Company has been one of the companies particularly associated with 
this approach. Recent research involving the use of its programs 
in American and world history courses is not conclusive. In one 
instance (Wilson, 1967), the use of the Follett program with elev- 
enth-grade low- IQ, poor achievers enrolled in American history 
brought only mixed achievement results (some students actually re- 
gressed) on standardized tests after 1 year of instruction — this de- 
spite the fact that teachers reported satisfactory performance of 
students in class and on teacher-designated tests. A second study 
(Baines, 1968) conducted with tenth graders in world history re- 
corded significant achievement gains for students using the Follett 
program, but a wide array of other media was also used along with 
the basic program materials, and denied to the control group. Any 
claim, that the gains can be attributed to the basic Follett program 
is unwarranted. 

Other publishers have joined this effort, among them Laidlaw 
Company. In this instance a more traditional textbook approach is 
used but the reading level is revised one or more grade levels below 
the standard text. In a study using LaWlaw’s junior high text for 
slow readers written at a fifth-grade reading level (The Story of 
Ameriaa) j no improvement in student perfomance among seventh-grade 
inner-city slow readers was achieved (Guysenir, 1969). In all three 
of these research efforts, the basic history content remained in 
line with traditional practices. 



When school systems have developed thair own printed materials 
to meet their particular circumstances rather than adopting comer- 
cially available reading material, and particularly where audiovis- 
ual materials are also utilized, greater satisfaction with the pro- 
gram is reported (Uphoff). This, apparently, is characteristic of 
secondary school social studies and not Just history programs for 
low achievers. 

The interrelationship of content, media, and instructional 
procedures is obvious in«a great deal of the reported research. 
Negative results in substituting reading materials for traditional 
texts led one research team (Guysenir) to conclude, first, that 
adoption and use of new social studies texts, with more appropriate 
reading levels, was not the answer; that basically negative atti- 
tudes toward learning among disadvantaged inner-city students had 
to be changed first. Second, a whole array of teaching materials 
and procedures is needed. Finally they concluded that the curricu- 
lum should focus on the present and on people and their actions. 

The first two points are supported by other research. Evidence 
for the last one is less clear, but is indicative of one trend in 
the social studies generally and social studies for the disadvan- 
taged specifically, the deemphasis of history in the curriculum. 

Some of the criticism leveled against the history component 
of social studies programs for disadvantaged students is supported 
by research indicating that for these students, even at the upper 
elementary level, the development of the sense of time and chro- 
nology is more difficult than for advantaged students (Foerster, 
1968). The development of time concepts among advantaged stud- 
ents seems, at least in part, to be related to their gf eater 'verb- 
al ability. If, then, disadvantaged students are expected to deal 
successfully with historical content emphasizing time and chronology, 
as so often is the case in many social studies prograro.s beginning 
as early as the fourth grade, special materials and media as v;ell 
as carefully sequenc'ed instruction at the elementary level are 
clearly needed. (For suggestions along this line see Helen M. 
Carpenter, editor, Skill Develo'pment in the Boaial Studies^ Thirty- 
third NCSS Yearbook, 1963.) But as some critics have argued, re- 
gardless of whether time concepts can be learned, the cost in 
effort and time is not worth it. This question of priorities must 
be considered by those responsible for social studies curriculum 
decisions, particularly in maintaining or including historical 
content in an elementary program; for other research has indicated 
that the inclusion of graphic representations such as time-lines 
in texts and other visual aids will not necessarily bring greater 
learning even for advantaged students. 

When historical content is included for disadvantaged students, 
it would seem most appropriate to stress developments, changes, 
ideas, personalities, and issues that give a here-and-now quality 
to the students’ study rather than the when-did-it-happen and 



in-what-order quality typical of some courses and 



programs . 






SOCIAL SCIENCES 

One of the major trends in social studies education is the in- 
clusion' of social science content; concepts; and methodology earlier* 
even in the beginning years of students’ school experience. Fre- 
quently the new social studies” deal with people or processes 
apparently far removed from the disadvantaged students’ world of 
reality. Some critics of the new social studies therefore have 
argued that, while the development of curriculums along these lines 
might be appropriate for many students, it is not appropriate for 
disadvantaged students for a reason similar to that cited in support 
of the call for deemphasizing history; a lack of here-and-now 
orientation# Additionally, language and reading skills development, 
attainment of mathematical concepts, and arithmetical computation 
skills and other learnings have been cited as having priority. Dis- 
advantaged children even at the kindergarten level as well as those 
enrOrf.led in higher elementary grades can 3.earn structured unthropot^ 
ogy‘ content and sometimes at rates equal to those for more advantaged 
students when using the essentially didactic strategies employed in 
Marion Rice’s Anthropology Curriculum Project (Greene, 1966; Thomas, 
1967; Hunt, 1969). In Rice’s project heavy emphasis is placed upon 
attainment of and ability to use vocabulary associated with social 
science. The instruction is designed in units of fairly short du- 
ration (3 to 6 weeks) for sequential development at succeeding grade 
levels. Other instructional strategies can also be utilized to 
achieve anthropological learnings. Disadvantaged fifth-grade students 
are able to learn conceptually oriented material at a rate similar to 
that for more advantaged peers when a variety of media and activities 
are provided in an essentially inductive and student-centered program. 
Student reactions to the nearly full-year course, Educational Devel- 
opment Center’s Man: A Course of Study ^ differ little regardless of 
whether they are from inner-city or more advantaged suburban communi- 
ties. Correspondingly, teachers report favorably on the course’s im- 
pact on less able students. 

Young disadvantaged students are also able to understand sophis- 
ticated eoonom'ic oonoepts at least at some low level of abstraction. 
Comparing three experimental programs with a traditional social 
studies program for first grade, Spears (1967) found that after 17 
weeks of instruction all three experimental groups outperformed those 
students in the traditional program. The three experimental programs 
included (1) a revision of the traditional program; (2) a pilot pro- 
gram DEEP, developed by the Joint Council on Economic Education; and 
(3) Oiiv WovXdt F czi Woi^k dsv6].op6d by LawirencG Senssh* 

None of the programs appeared to be superior to the others as measured 
by student perfotmance. And while the students enro3.1ed in the pro- 
grams did achieve knowledge gains, they apparently were unable to 
apply their new knowledge with much greater ability than those stu- 
dents in the regular program. The first-grade classes in Spears' 
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studjr included middle and lower socioeconomic status students; and 
not fuiprisiBgly, foe. .£oimd{ ithnt tfoe middle-class students out-per- 
formed the lower-status students. 

Without differentiating socioeconomic status, Larkins (1968) 
found that first graders scoring at least 6 months below grade 
norms on ability tests still could achieve significant gains in 
leamxng some of the concepts in the Senesh ’BcswhlAf&B (xb Wovk, pro- 
gram. And in another experiment at the fourth-grade level with 
rural disadvantaged students, Dooley (1968) reports success using 
two different experimental programs; to \lovking WoM: Cities 

at Work (the Senesh program originally designed for third-grade stu- 
dents) and Elementary School Economics I (authored by German and 
others, for William Rader’s University of Chicago, Industrial Re- 
lations Center project). Dooley classifies the Senesh program as 
deductive or information-providing and the Rader program as induc- 
tive or question- raising. Students enrolled in both programs 
scored learning gains, but those in the Rader program did signifi- ‘ 
cantly better on an economics achievement test than did those in the 
Senesh program. Whether this results from the teaching strategies 
employed is not certain and the programs are not strictly compar- 
able. Nevertheless, the evidence points to the tentative conclu- 
sion that economics as well as anthropology can be incorporated in- 
to the social studies curriculum for disadvantaged students. 

Geography j, unlike anthropology and economics, has had a much 
longer tenure in social studies curriculums, but relatively little 
research dealing with disadvantaged students* ability to learn 
geographic concepts, information, and skills has been attempted 
to date. Earlier studies, without distinguishing between disadvan- 
taged and other youth, have shown that young children's interest in 
and even knowledge about people and places far removed in time and 
space was much greater than educators and others had thought. More recent 
ly, in a study of disadvantaged kindergarten childr^'s understanding 
of earth-sun relationships, directions, spatial relationships, and 
other geographic knowledge, Portugaly (1967) found that disadvan^- 
taged Negro inner-city students could, at this early age, develop 
basic geographic concepts when manipulative activities for them 
were carefully selected and sequenced. She also found that these 
students could successfully use some basic tools of the discipline 
and could deal with various models, replicas, and other manipulative 
devices. A similar finding is reported by Imperatore (1969). In 
this instance in comparing the performance of small town and rural 
disadvantaged Negro kindergarten students with that of more advan- 
taged students in learning and verbalizing geographic concepts, the 
researcher found that, while the higher socioeconomic status stu- 
dents outperformed lov7er-status students, the lower-status Negro 
student nevertheless could make significant gains in geographic 
understandings. The instruction was didactically oriented and, as 
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in Portugaly’s study, very carefully structured. If disadvantaged 
children can master geographic knowledge at the age of 5 or 6, there 
appears to be little reason why an appropriate sequentially designed 
program extending into the elementary and secondary grades cannot 
be developed. 

Indeed, some other recent groundbreaking research undertaken 
with primary grade children (involving some disadvantaged, but in- 
cluding a cross-section of racial, socioeconomic and IQ groups) 
offers promise in this direction (Charlotte Crabtree, Teaching 
Geogmphy in Gmdes One through T'fweet Hf feats of Instmation in 
the CoTe Concept of Geogvaphia Theox*y, Los Angeles, University of 
California, 1968), Young children are able to learn key geographic 
concepts and skills and apply them successfully to new situations 
through carefully sequenced activities involving selective observa- 
tions of geographic features, classification of data, analysis of 
interaction and causality in geographic distributions, formulation 
of hypotheses and generalizations, testing of hypotheses, and 
finally, the drawing of inferences about the meaning of the veri- 
fied geographic knowledge. This program is much more extensive 
than either of those reported by Portugaly or Imperatore, and is 
more inductive and inquiry-oriented than Imperatore's , Still, the 

programs are similar in that they involve precise sequencing and 
structuring of content. 

Teachers and curriculum supervisors have available to them 
guidelines for developing a sequential program from the NCSS Year- 
book on Skill Development in the Social Studies (especially pages 
148-169 and 322-325) , The development of a schoolwide and system- 
wide program beginning in kindergarten and the primary grades is 
essential if, as researchers have found, school is the main source 
of geographic information for young disadvantaged children and 
since learning in this discipline is a possibility at even the 
earliest public school levels. 

Little research with regard to instruction for disadvantaged 
students in other social science disciplines such as political 
science and sociology has been conducted or at least reported. 
However, several studies have been undertaken in what is tradi- 
tionally labeled civic education, involving elements of law, poli- 
cal science, and sociology. While most curriculum development 
efforts of this type have been directed at the secondary level, re- 
search concerned with the process of socialization have pointed to 
the importance of early childhood experiences. For example, Hess 
and Tomey (1967) reported that lower socioeconomic status Caucasian 
children compared to higher status children in elementary school 
(grades two to eight)} (1) feel more powerless and less able to 
participate or. be effective in political participation^ (2) have a 
more personalized, less abstract view of goverment; (3) perceive 
laws as more rigid and binding; (4) express interest in politics; 



and (5) participate less in political discussions. At least some 
of these findings are trms for very young children regardless of 
status, as compared to older children. However,. low~status chil- 
dren hold these feelings until a much older age and some never 
move beyond them. 

In a later study conducted among Caucasians and Negroes, 

Hess (1969) reports the follovdng differences associated with 
status and race; (1/ marked decline among older Negro children, 
particularly lower socioeconomic status boys, in their attitudes 
toward authority figures, most especially policemenj (2) tendency 
among lower-status children to see compliance systems (family, 
school, police) as reinforcing one another in concentric fashion, 
with family and schools sanctioning other authorities; (3) greater 
likelihood among lower-status children to see their families as 
more democratic in establishing rules, and for Negro children as 
they grow older to see their mother’s role as one of increasing 
importance in the compliance systaa; (4) Negro children perceive 
more frequently than Caucasian students that parents' punitive 
pov7er is used to reinforce compliance to school rules and author- 
ities, and this is apparently more related to the Negro youth’s 
classroom behavior; (5) Negro girls display more political inter- 
est than boys, and for Negro youth in general political interest 
coincides with greater cooperation with teachers, Schnepf (1966) 
also found that relatively favorable attitudes toward police noted 
among second-grade Negro children declined with increasing age. 

The researcher argued that, since second grade was the last time 
formal instruction related to police, law, and the legal system was 
provided for the students in her study, revisions were required in 
the school program. None of these studies, however, reports on 
attempts to change these attitudes through instruction. 

That young children tend to "personify" social relationships, 
various institutions, and processes was also reported in a study of 
kindergarten children’s perception of people with different racial 
and cultural characteristics (Neidell, 1965)”, Children tended to 
classify and stereotype Orientals and Negroes according to their 
own and frequently very limited personal contacts,, But by providing 
in-school experiences with adult representatives of these two minor- 
ity groups in a variety of roles, stereotyped reactions were re- 
duced, Thus the importance of very early instruction in sociolog- 
ical and political knowledge, institutions, and processes is obvious 
not only in teaching disadvantaged ctudents, but also in teaching 
others about the disadvantaged. 

Although some researchers argue that civic education in elemen- 
tary grades, particularly the primary grades (K-three), is crucial 
in developing knowledge about and conceptions of self, others, and 
the society, other research provides little help in pinpointing how 
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children’s conceptions and attitudes limit or aid the learning of spe 
cific information and conceptual understanding with regard to social 
phenomena such as the problems of law and the role of law in our 
society (Grannio, 1967). 

Individual characteristics of children's thinking about social 
phenomena may be more integrated with attitudes, beliefs, and con- 
ceptualization patterns than frequently supposed, and hence less 
amenable to change by virtue of specific instruction than some educa- 
tors believeo This does not mean that a well— designed curriculum 
utilizing a variety of instructional procedures and media, and teach- 
ers committed to and trained in using the innovative practices and 
materials, cannot bring about significant learning in disadvantaged 
students. And despite the doubt expressed by Hess and Torney for 
achieving significant results at the secondary level, research indi- 
cates that major learning about political and social phenomena does 
take place even in the last years of secondary school (Ratcliffe, 
1969). Fifth through twelfth-grade inner-city students are able*to 
make major gains in their understanding of and attitude toward the 
nature, role, and application of law in American society. The key 
to successful instruction appears to lie in the training of teachers 
utilizing the inquiry-oriented case study, multimedia, and multiacti- 
vity curriculums. 

Other research, while less extensive, tends to support this 
finding. Jones (1965) found that by using a case— study approach 
with eighth-graders he could bring about a greater understanding of 
and more positive attitudes toward the Bill of Rights. A surprising 
finding, perhaps, was that lower IQ students actually changed their 
attitudes to a greater extent than did higher IQ students. In one 
instance, a minority group (Mexican-Aniericans) , while exhibiting the 
least gain in information, showed the greatest positive changes in 
attitudes toward the Bill of Rights. This latter finding is not, 
however, completely supported by other research using the same case 
study procedure for teaching about the Bill of Rights. Estes (1966) 
found that favorable attitudes toward the Bill of Rights principles 
and tolerance of various minority groups and individuals could be 
increased among twelfth-grade students by studying key Supreme Court 
decisions through the use of simulation, role-playing, and case stud- 
ies j, but that attitudes were affected by religious, convictions, 
socioeconomic background, and race. Highly religious students dis- 
played somewhat less tolerance of others and less agreement with the 
Bill of Rights. Working- or lower-class students displayed similar 
but even stronger negative values and attitudes, as did members of 
racial minorities. Thus specific instruction relating to the prin- 
ciples associated with American democracy as found in the Bill of 
Rights had most effect for middle— class Caucasian students, and 
least value for lower-status, minority students. One can conclude 
that, while civic education can be undertaken even late in secondary 
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school years, it appears to have a greater chance for success if be- 
gun at earlier grade levels. 



SUMMARY AND IMPLICATIONS 

History, traditionally a dominant component of the social stud- 
lies curriculum, has lately been stressed as a vehicle for teaching 
disadvantaged students both about themselves and others and for 
teaching more advantaged students about the less advantaged. It is 
not clear whether innovators of ethnic studies prefer history as more 
suitable than other subjects or choose it because it is so widely 
required in schools. Usually such efforts have aimed at imparting 
information and fostering positive attitudes about oneself (on the 
part of the disadvantaged) and about others (among both disadvantaged 
and advantaged students). The success of such programs varies widely. 
Frequently knowledge gains can be achieved. Less frequently docu- 
mented is success in developing positive attitudes or better inter- 
group relations. This is due at least in part to difficulty in 
measuring attitudinal or behavioral changes. And the achievement of 
specific program objectives is dependent upon a host of variables: 
social studies content; materials and media; instructional procedures; 
student ability and attitudes; teacher preparation^ attitudes, and 
involvement; school facilities and organization; and community 
attitudes and values, particularly where attitudinal objectives are 
sought. For now, it can be noted that knowledge gains are easier to 
achieve, or at least measure, than the development of positive inter- 
group attitudes. 

Research also supports the change of traditional history content 
from a chronological and time-concept orientation dealing with insti- 
tutions and broad movements, to focus upon people and particular ^ 
issues and events that help to give a you-are-there quality. Dis- 
advantaged students can more easily identify with the latter and see 
a relevance to their own lives. - 

The second implication of recent research is that either induc- 
tively or didactically arranged subject matter can be learned by the 
disadvantaged. They can learn specific social concepts and facts 
even early in the elementary years when content is carefully planned 
and sequenced, and used by adequately trained teachers. Much of this 
content, particularly in anthropology and economics, has previously 
been reserved for the secondary school curriculum. And some of it 
has never before been incorporated into programs for any students in 
the public school, let alone disadvantaged students. The question 
is, if disadvantaged students can learn it, should they? The answer 
will vary no doubt with factors such as cost or availability of mate- 
rials, competency of teachers, and other considerations. If the 
inclusion of this social science content enables students to gain a 
greater sense of self-identity and empathy for others, or provides 



them with analytical tools, concepts, and data by which they both 
understand and make sense out of their physical and cultural envi- 
ronment, then the answer certainly seems affirmative, 

A third implication relates to a goal of long standing in social 
studies Instruction: civic competence. New content drawn from the 

field of law has been Incorporated and more traditional history and 
political science content has been restructured into the social stud- 
ies curriculum. Here again the innovation has extended into the 
elementary grades and here, as with new history programs, objectives 
frequently Include both knowledge gains and attltudlnal changes. 

Here too, knowledge objectives seem more consistently documented 
than attltudlnal ones. 



INTERDISCIPLINARY APPROACHES 

Reporting of research and its implications up to this point has 
centered on efforts basically within single social science disci- 
plines, such as anthropology and history, or particular courses or 
programs such as civics or civic education. Frequently innovations 
along this line Involve units of instruction lasting for a period 
of several weeks at succeeding grade levels. This is the case 
with Marlon Rice’s Anthropology Curriculum Project (Greene, 1966; 
Potterfleld, 1966; Thomas, 1967; Hunt, 1969) and William Rader's 
Elementary School Economics Project (Dooley, 1968). Other curri- 
culum efforts have developed a full-year course such as the Educa- 
tional Development Center's Mccn: A Course of Study (Dow, 1969). 

Additional significant efforts incorporate a more interdiscipli- 
nary approach. That is, concepts and content from several social 
studies and history are Incorporated into the social studies curricu- 
lum at a particular grade level or span several grade or school levels. 
Several studies previously cited, while focusing upon or using as an 
organizing center a single discipline, are actually interdisciplinary. 
For example, the Vallejo School District Project — although largely 
organized around American history at grades five, eight, and eleven — - 
actually Incorporates an Interdisciplinary conceptual orientation 
(Muller, 1969). Certainly civic education or civics programs fre- 
quently involve strands from several of the social sciences. 

Another characteristic of the studies reported thus far is that 
the studies were carried out during the regular school year within 
the normal school or curriculum organizational patterns. Efforts 
involving interdisciplinary and cross-disciplinary, or the combining 
of social studies instruction with instruction in other school sub- 
jects, sometimes go beyond the regular school program. Title I pro- 
grams typify this approach wherein special instruction is provided 
to compensate for the dlsadvantagement that many students face in 
competing with more advantaged students. Such a program in Kansas 
Ctty^ Missouri^ involved both elementary and secondary students 



(Wheeler, 1968). The elementary social studies program focused on 
the overall theme of "My Community and Me." At the kindergarten and 
primary grade levels the specific topics apparently followed tradi- 
tional trends in that the family was the major focus of study. The 
middle and upper elementary grades programs focused on cities and 
city services. More formal and traditional courses were included 
for ninth- and tenth-grade students. Traditional textbooks were 
abandoned; curriculums and instructional materials were designed at 
the individual classroom or grade level in each school. Apparently 
teachers were expected to follow the general theme and subtopics 
outlined by project planners, but were given a great deal of lati- 
tude in selecting, designing, and sequencing specific materials, 
experiences, and procedures. Teachers generally reported favorably 
on their own feelings toward the program and the apparent effective- 
ness of the program. Student interest also was reportedly high. 
However, achievement test scores indicated no measurable gains. 
Whether the achievement test actually measured what was taught is 
questionable. Another factor is the apparent wide latitude given 
individual schools and teachers in designing their own instructional 
programs. Individualizing or tailoring instruction undoubtedly 
has advantages, but evaluating results of such efforts is compli- 
cated. Almost all of the positive research findings have come from 
much more tightly organized and controlled instructional situations. 
In fact, while there has been a good bit of "trying out" related to 
social studies and the disadvantaged students in Title I and other 
such programs, little research data are, available beyond impressions 
of teachers involved in the programs. Where achievement tests and 
attitude inventories and other evaluation devices were used, the 
results have not always supported these impressionistic judgments. 

It seems clear from this fact that school systems are well advised 
to include an adequate testing and evaluation dimension in an inno- 
vative program or run the risk of deceiving themselves about the 
actual outcomes of the program. 

A less extensive, but more controlled developmental curriculum 
innovation was undertaken by the MilAJaukees Wise, ^ school system. 

It achieved significant gains In both social” studies achievement 
and pupil attitudes (Ashbaugh, 1967). Supervisors and teachers de- 
veloped their own new seventh-grade course of study which included 
historical, anthropological, and other social science content. The 
course surveyed the Western civilization with an emphasis on cultural 
universals, such as food and shelter, and on institutions such as 
families, government, and art forms. The students enrolled were 
from inner-city neighborhoods, although not all were necessarily 
disadvantaged. 

A promising approach that has been advocated in recent years 
is the development of a social studies curriculum that covers less 
content but treats selected topics much more intensively. Success 
in using such a curriculum design is reported by Gornick (1967). 
Revising fourth- and sixth-grade courses to reduce content coverage 
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and devoting greater attention to significant concepts, generaliza- 
tions, and principles drawn from six social sciences enabled lower 
iQ students to .inalce. g?^^^ gains than higher IQ students. Obser- 
vers’ subj ec|^’i^^;\|m|>i^^sslon^ noted higher levels of motivation and 
enthusiasm amdn^'less able students. 



IMPLICATIONS 

Even though there are only limited data regarding the success of 
Interdisciplinary social studies programs among disadvantaged at this 
time, there are numerous proposals, programs, and projects underway 
with an Interdisciplinary approach. Available research frequently 
documents success among more advantaged students, and some research 
findings indicate a likely favorable result in this regard with dis- 
advantaged students. Particularly encouraging is the finding that 
lower IQ students achieve significant learning gains when coverage 
of content is reduced in favor of treating in depth a smaller number 
of topics and concepts, v/hether Incorporated into a single disci- 
plinary or Interdisciplinary approach. Professional journals con- 
tain frequent criticism of social studies programs that survey ai 
vast number of topics in cursory fashion. Research seems to indi- 
cate that this is a particularly well-founded criticism with regard 
to currlculums for disadvantaged students. 



SOCIAL STUDIES COMBINED WITH OTHER SCHOOL SUBJECTS 

One approach in developing a curriculum for disadvantaged stu- 
dents involves designing social studies programs and courses that 
draw from several of the social sciences. Another approach is to 
combine, fuse, or teach social studies in conjunction with other 
school subjects. Reported efforts are directed at the secondary 
school level where separate subjects taught by individual departments 
is the predominant practice as contrasted to the elementary level 
where self-contained classrooms with a single teacher teaching 
all or most subjects is the predominant pattern. Sometimes this 
approach is aimed at knowledge gains, but invariably it also in- 
volves attltudlnal objectives, particularly Improvement of the 
disadvantaged students' self image. In some Instances social 
studies instruction is used as a vehicle for improving achievement 
in particular skills such as reading. Here again the degree of 
success varies widely, depending on community and school factors. 

In the past, curriculum patterns have combined in some 
fashion social studies and English or language arts instruction. 

This approach is still being experimented with in programs geared 
especially tp, the disadvantaged. For example, one school system 
combined English and govemmerit courses for low-achievement ; stu- 




dents, reducing emphasis on reading and incorporating more student- 
centered activities. Teachers observed and students themselves 
indicated improvement in their attitudes and interests toward 
school} but as frequently happens, the achievement gains— in this 
case in social studies and reading— were not particularly out- 
standing in comparison to students’ performance in traditional 
courses (Murray, 1968). 

More positive results were recorded in a 6-week summer experi- 
mental program for culturally and bilingually disadvantaged high 
school students. Some students participated in both a social studies 
and a communications or language arts course; others attended only 
social studies classes. All students participated in tutorial sessions 
and attended cultural events. Content for the social studies courses 
was drawn from the behavioral sciences and stressed self-identity and 
self-improvement in one course and the role of individuals in the 
larger society in the other. Courses were specially structured for 
students who had difficulty with the English language. As a' result of 
the program, student attitudes about themselves, school, and society 
became more positive; and while very little improvement was attained 
in vocabulary and reading performance, substantial gains were made on 
a general achievement test (Gold, 1968). 

A somewhat similar effort in combining, or at least teaching in 
a cooperative fashion, social studies and English, and including 
activities in music and art, brought about significant attitude changes 
in previously unsuccessful high school students coming largely from 
low-income families (Funderburk, 1968). 

Even broader curricular correlations have been attempted. In- 
struction in social studies, language arts, and science have been 
coordinated within 3-hour blocks of time for seventh-grade disadvan- 
taged white and Negro students (Young, 1967). Actually the entire or- 
ganiaation of the curriculum was reshaped for the experiment. Sub- 
stantial gains were reported not only in social studies but also across 
the board on a general achievement test. In fact, some students were 
able to score above national norms. However^ it was found that those 
students with the lowest levels of , achievement recorded prior to enter- 
ing the new program derived least benefit from it. That is, they were 
less likely to score major gains as a result of the revised program. 
This implies that an even more radical departure in curriculum organi- 
zation and instructional procedures is needed. Adjustments and minor 
revisions may work for the "fringe area" disadvantaged, but undoubt- 
edly, this does not meet the needs and the problems of the "hard core" 
disadvantaged. 



For example, students who come from families where Spanish rather 
than English is the primary language of oral communication and where 
low socioeconomic status and cultural differences complicate the edu- 
cational task still further do not succeed very well as a group in 
school. Frequently, they give up and drop out of school. While lan- 
guage is a problem, so too is the fact that their families' cultural 
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backgrounds are at variance with the dominant American culture. Yet 
very little experimental research has been reported regarding social 
studies curriculum design relevant to the needs of these students. 
Designing programs to overcome both language deficiency and the lack 
of socialization or adjustment to the dominant American culture can 
cut the dropout rate substantially among secondary school-aged 
youth such as Mexican-Americans who face language and culture barriers 
(Miller, 1967). But a recent survey of schools in one Southwestern 
State indicates that social studies is one of the least emphasized 
curriculum areas in schools which teach children of agricultural mi- 
grant workers. Many of these youths undoubtedly face the dual prob- 
lems of English deficiency and cultural adjustment. Despite this, 
school authorities apparently believe that social studies is the 
least difficult subject area for migrant children (Scott, 1968). 



IMPLICATIONS 

Clearly, one avenue of further development and research that 
needs to be taken is the designing of social studies programs related 
to minority group cultures. Much is now becoming available in the 
area of Negro hi;;‘.tory and culture, but far too little is available 
about other minority groups. A second possible avenue of exploration 
is the development of comparative culture programs that lead, students 
to examine basic similarities and differences in political, social, 
and economic institutions and processes in both parent and American 
cultures. Most traditional social studies curriculums are not de- 
signed in this way, and commercial publishers offer little in this 
area. Nor are major current social studies curriculum projects con- 
cerned with the task. It will remain for local systems. States, and 
especially funded Federal projects such as those dealing broadly with 
education for the disadvantaged, or more narrowly conceived efforts 
centering upon developments of programs for migrant or Indian youth, 
to tailor programs to the specific needs of selected groups. Using 
slow learner materials and various components of a black studies pro- 
gram for a mixed group of disadvantaged Negroes, Puerto Ricans, 
Mexican-Americans, Indians, or white Appalachian youth scarcely has 
the same potential in learning achievement for each of the groups 
involved. 

Among those schools that have reported on their efforts, the 
greatest success seems to come where programs have been designed in 
relation to local conditions and ethnic groups. And while reports 
on the combining of instructional efforts in social studies and 
some other subject areas are more numerous at the secondary level, 
a similar effort exists at the elementary level, particularly in 
projects and programs under Title I funding. But research deal- 
ing with a more cross-disciplinary approach is sparse. Far too 
few single out social studies for specific reporting. Neverthe- 
less, for many disadvantaged students, especially oilingual stu- 
dents and those who possess a dual-cultural background, the devel- 
opment of an integrated curricu.lum that combines elements of one 
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or more echool subjects with dual culturally, oriented social studies 
instruction seems a viable approach. I 

SUMMARY AND RECOMMENDATIONS FOR 
CURRICULUM REVISION AND DEVELOPMENT 

Despite the fact that research has only infrequently accompanied 
curriculum development efforts related to social studies and the 
disadvantaged, available data do have significant implications and 
do provide a basis for some reccrameudations. 



I CJURRIGULUMS FOE DISADVANTAGED STUDENTS 

t 

j History as a vehicle provides dlsad-vantaged students with infor- 

j liiation about themselves as a group and about cultural contributions 

■ that they as a group or individuals representative of the group 

have made. This is usually done within American history and culture 
courses rather than world history or special area studies programs, 

• Huch courses are found at the elementary, junior high, and senior 

I iilgh levels — typically, grade levels four-five, seven-eight, and 

i, uleven. Objectives are both cognitive and affective with knowledge 

j acquisition invariably tied to efforts to improve self-concepts and 

group-concepts. Sometimes programs are designed to develop favorable 
attitudes towards others within a group, towards particular minority 
groups, or towards other disadvantaged groups. 

f 

I Acquisition of knowledge is emphasized in social studies curri- 

I ulum innovations more often than changes in attitudes. Positive 

I ihanges in self-image are more often attained than changes in atti- 

I tudes toward others. Disadvantaged students usually show less posi- 

I .ive attitude development toward others than do the nondisadvantaged. 

1 this, however, varies with particular topics of study and specific 

j Local situations. Newly gained knowledge and attitudes both about 

•ine's own group and particularly about others are fragile. Unless 
mbsequently reinforced, new learning can be” largely lost within a 
fear or less. 

When revising or designing a social studies curriculum for dis- 
advantaged students that will include a separate history component, 
the following recommendations seem pertinent! 

1. Deemphaslze time and chronology, particularly in the elementary 
grades . 

I 

2. Focus on situations and personalities more than bn broad move- 
ments and institutions. 

3. Attempt to provide a you-are-there or here-and-now quality with 
which students can identify. 
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4. Include leas breadth but more depth on a fewer number of sienl- 

ficant topics. ^ 

5. For Mexican- Americans, Indians, or other students who have a 
dual-cultural background, provide opportunities beginning in the 
elementar;/ school for them to study both the parent and American 
cultures, emphasizing major points of commonality and difference. 

6. Beginning in the elementary grades, include a balanced study of 
the historical and current contributions, role, and status of 
various minority groups in American society. The current empha- 
sis on Black Studies is helping to correct the imbalarice that 
has pervaded and continues to exist in the curriculum. But Negro 

‘ other American youth need to learn about other minor- 

ity groups. Various minority groups, especially Hispanic- and 
Indian— Americans , have been and are being neglected in social 
studies programs. 



4 1 trends in social studies education is the attempt to 

include in the curriculum, even early in the elementary program, 
social science concepts, infom^ation, and inquiry procedures. Some 
experimental work has been carried on with disadvantaged students. 
Research indicates that disadvantaged students of various socioeconom- 
ic. racial or ethnic backgrounds can learn this new content. Sev- 
eral of the major curriculum projects have reported success with 
single discipline-oriented programs such as anthropology, economics 
or law. Some schools have reported similar success with integrated 
or interdisciplinary programs. While either is a viable alternative, 
those curriculum projects which focus on a single social science 
us ualxy develop a single short unit (4 to 6 weeks of classwork) at 
succeeding grade levels. Additional curriculum components may, 

therefore, need to be designed or adopted. Recommendations based on 
these findings include; 



1 . 



Develop a conceptually and sequentially organized curricuLum. 

Do not assume, that disadvantaged students cannot deal with social 
science concepts or big ideas. They can' if given carefullv ^nd 
sequentially designed programs that maximize opportunities" for 

success along each step of the curriculum. Because of limited 
cultural opportunities, disadvantaged students rely more on 

evi ence of specific learning gains than do more advantaged stu- 



2. Confrontational material used as a basis for a realistic analysis 
of conflicting values, beliefs, attitudes, and behaviors in 
American society can form an important element in the social 
studies program for disadvantaged students. But such materials 
or episodes are best used judiciously and with sufficient atten- 
tion to the development of adequate skills and background knowledge 
and a thorough and balanced treatment of the conflicts involved. 
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Sporadic or shotgun treatment can possibly lead to the develop- 
ment of negative attitudes and negative behavior toward others. 
Avoid "hardsell" programs that create feelings of hostility among 
disadvantaged students toward more advantaged members of Airarican 
society. 

3. Design a sequential K-12 social studies skills program that rein- 
forces previous learning. Appropriate skills involve maps and 
globes, time and chronological relationships, auu Inquiry pro- 
cedures associated with specific social science disciplines. 

Some school systems, faced with a problem such as English lan- 
guage deficiency of bilingually disadvantaged students, choose to 
reorganize their curriculums for disadvantaged students at the sec- 
ondary level across traditional subject lines. Most frequently this 
fusion or coordination includes social studies and English or read- 
ing, communication, or language skills achievement or improved self- 
concepts. The reported efforts of this type are locally developed 
to meet specific local needs j however, such an approach seems to be 
appii le elsewhere with bilingually disadvantaged and others with 
a 'dual cultural background. In such cases the coordination of 
social studies, language arts j reading, and possibly other subjects 
such as art and music may be begun in the primary grades. Thus the 
adoption of .major social studies projects' curriculums and materials 
may not be the most appropriate in these instances— at least not 
without significant modifications. 



TEACHING OTHERS About THE DISADVANTAGED 

Beyond the quality and effectiveness of a social studies curric- 
ulum designed for disadvantaged students, more adequate provision, 
should be made for teaching advantaged students about the subcultures 
and historical background of various disadvantaged groups. Addition- 
ally, both disadvantaged and advantaged students should be given 
oppor cunxties in scnoox to consider the problems and issues confront- 
ing American society precisely because they involve both groups. 
Treatment of these problems and issues can be appropriately handled 
through open, reflective, inquiring teaching procedures. This re- 
quires specific instruction in issue analysis rather than a random 
treatment on "current events day." Concentrated "hardsell" instruc- 
tion delayed until the secondary school years not only may be inap- 
propriate, but also runs the risk of creating or reinforcing hostility. 
In particular local situations even Indirect efforts to improve 
intergroup relations can bring about the reverse of what curric- 
ulum designers and teachers intend. Anxiety, fear, and hostility are 
the natural outcomes of perceived threats to jobs, housing, and per- 
sonal status or security. Correspondingly, local school authorities 
and teachers should study their own local conditions carefully before 
deciding on appropriate curricultim Innovations or refinements. This 
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does not mean that schools should xise the risk of failure as an ex- 
cuse for doing nothing in the way of curriculum revision. Too many 
schools j seemingly far removed from the problems faced by other 
schools in disadvantaged areas, have refused to recognize that they 
too share responsibility for teaching about the disadvantaged. 

That responsibility includes developing in their students a willing- 
ness to accept the dignity and worth of individuals regardless of 
differences in racial or physical characteristics and cultures or 
life-styles , 

As with teaching disadvantaged students, teaching others about 
the disadvantaged occurs most commonly in American history courses 
at both the elementary and secondary school levels. Middle -class , 
white students usually but not always appear to be willing to learn 
about others, and frequently as a result of instruction v;ill change 
their attitudes, in a more favorable direction, toward minority 
groups. Still, success is more often documented in knowledge attain- 
ment than in actual attitude or behavior change. And newly acquired 
learning, unless reinforced, can easily be lost within months. 



Recommendations for developing or revising social studies curric- 

ulums to teach others about the disadvantaged are; 

1. Design a sequential 1C- 12 curriculum incorporating the study of 
a range of peoples and cultures and utilizing a comparative 
culture study approach. 

2. Beginning in the lower grades, encourage and provide opportuni- 
ties for contacts through the use of pupil assignment, classroom 
visitors, various media, and actual classroom and school inter- 
group activities. But superficial and fleeting intergroup con- 
tacts may serve only to reinforce or create stereotypes. 

3. Include confrontational materials or episodes in programs aimed 
at fostering positive intergroup attitudes, but these are best 
selected in light of particular local conditions as well as 
national prioritieis , and require both a thorough and balanced 
treatment of the issues involved. Curriculum components that 
primarily develop feelings of guilt among advantaged students do 
not appear to serve the objective. 

4. Revise American history courses to include attention to the 
cultural contributions, role, and status of various minority 
groups throughout our history. 

5. Include in world history, world geography, or other world studies 
programs a more adequate and balanced treatment of the histori- 
cal and cultural backgrounds of various American ethnic groups. 

6. Where local circumstances make it impractical to deal directly 
with particular issues or problems, introduce a similar issue or 
problem in other cultures (e.g., race relations in Brazil or South 
Africa, tribal relations in Nigeria.). 
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Induction, deduction, multi activity, simulation, interaction, acti- 
vities — the labels of methodologies fly at teachers, supervisors, and 
parents. How easy for all of us if it were possible to give a student 
an injection of American history, civics, or geography and how painless 
for him. Alas, this is not the case; at least not until 1984 or The 
Brave New World, Even if this painless injection were possible is this 
the way Americans should be educated? Or are there values and informa- 
tion that can only be gained by interaction with others? 

Methodologies used with disadvantaged students parallel those used 
with all students. The pattern of strategies revealed in the paragraphs 
to follow shows that some methods are destined to fail with the dis- 
advantaged learner and that none guarantees academic success or attitude 
change. But dents are beginning to show in the wall that seems to sep- 
arate the disadvantaged from school success. While not all the answers 
are in, headway is being made by individual researchers, program devel- 
opers, and school districts. 



INDUCTIVE-DEDUCTIVE STRATEGIES 

Perhaps because of the emphasis brought about by the new social 
studies over the past 10 years, the focus of experimentation seems to be 
on inductive teaching methodologies . This is not to say that there are 
a great number of strictly Inductive studies and few deductive studies. 
The number of both is relatively small, and only one study attempts to 
compare inductive versus deductive learning i 

One of the problems confronted in this study was how to identify 
inductive and deductive instruction in the studies surveiyed. The differ- 
ences between the two methodologies are not as clearly drawn as, for 
example, between simulation techniques and textbook approaches. For the 
purpose of this description, inductive strategies are considered those 
that begin with questions Identified by the teacher of the student, and 
the student then proceeds to gather information to answer the questions 
and to generalize on the basis of the information that was found. On 



Office of Information Dissemination /OFFICE OF EDUCATION 



wmmm 



the other hand, deductive strategies begin with a certain body of in- 
formation relayed by the teacher or a teavching device; such as a text- 
book or a film. Another element to be considered is that many of the 
studies selected as inductive were identified by the word unit. 

The reason for this is that units often start with questions to be 
answered, usually after sttidy and investigation by students; whereas, 
deductive strategies begin with information from a source, and the 
student’s role is to understand the conclusions presented or to prove 
the validity of the information rather than to generalize on the basis 
of the information. 

Even though the content of the two types of materials was not 
precisely equivalent, Dooley (1968) found that inductive materials led 
to greater knowledge gains in Negro elementary children than in white < 
children. Another investigator found that , low intelligence students 
made high information gains and showed high levels of interest and 
enthusiasm — always a concern of the teacher of disadvantaged pupils. 
Because inductive teaching strategies require student activity, less 
content can be covered in a given amount of time than with deductive 
strategies (Gomick, 1967). Often, there is preoccupation with the 
idea of covering the material. Is covering the material the same, as 
learning? Is it really necessary . for all students to cover the same 
material? Is it not possible that disadvantaged students should be 
exposed to materials that differ from that offered to the average and 
above-average student? Often it seems that school programs are so 
concerned with the bright child and the college-bound student that 
the disadvantaged youngster who does not fit into this pattern of aspi- 
ration is ignored. 

Inquiry methodology is considered more time- cons uialng than de-* 
ductive strategies. Still, a survey by Cheyney (1966) reveals that 
teachers using a unit-project method believed that their students 
learned more and rememered that content longer than when taught using 
a deductive (textbook) method. Using experimental materials and 
teacher training in inquiity-oriented methodology, Ratcliffe (1969) re- 
ported significant information gains and attitiide changes with upper 
elementary and junior high age students. Their teachers used the 
experimental materials and a variety of teaching strategies, most of 
which would be classified as inductive. 

On the other hand Fisher (.1965) found that elementary students 
learned when using dediictive strategies-- text reading, and text 
reading plus discussion. The greater information gains occurred when 
the students discussed what they had read. Attitude gains occurred 
with both groups, which implies that reading alone can have distinc- 
tive positive effects on attitudes. 

Increased knowledge gain on the part of elementary pupils 
occurred with the use o:f anthropology and geography units (Potter-^- 
fieldj, 1966; Green, 1966; Hunt, 1969; «id Imperatore, 1969). Each of 
these units was designed to be taught in a didactic fashion through 
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a highly structured sequence of learning activities. When using an 
elementary program (Ouv Working Wovld: Families at Work), classified 

by Dooley as deductive in nature, Spears (1967) found that low socio- 
economic class pupils made greater knowledge gains than did those 
pupils participating in the school district's conventional social studies 
program. 

One method cannot be’ endorsed over another because most inquiry 
approaches contain elements of deduction. Several authorities writing 
in the field of elementary social studies advocate neither Induction 
nor deduction, but believe a combination of strategies is necessary. 

Most youngsters, particularly elementary age youngsters, are 
going to learn while they are in school. The question is, what 
strategies seem to be most efficient with disadvantaged students? 
Obviously, if students are continually engaged in inductive study, the 
amount of Information to which they are exposed will be reduced. Many 
consider that the most efficient way to transmit information is to 
tell the Information. However, when long-term gains, retention of in— 
fomation, and interest are important (and they are particularly im- 
portant with disadvantaged youngsters), the teacher and program 
planner might do well to sacrifice the large volume of social studies 
information input with disadvantaged youngsters, and concentrate on 
what information is most useful to him, asing teaching strategies 
that will result in long'^term information gain and retention. 



INTERACTION STRATEGIES 

Interaction between student and teacher or student and student 
seems almost a constant element in any instructional strategies. 

There is interaction in media, gaming, induction, role playing, 
questioning, and in practically eve:ry teaching strategy except those 
that Isolate this interaction in order to serve another pvirpose. In- 
teraction may bring about positive or negative changes in cognition 
and/or attitudes. 

• Portugaly (1967) when working with kindergarten children did all 
teaching via manipulative devices and methods such as storytelling,, 
dramatics, games, and riddles. There are tremendoxis amounts of dif- 
ferent types of interaction continually occurring among klndergartners . 
Wien using the materials Man: A Course of Study (Dow, 1969), observers 

noted that teachers talked less as the course proceeded and student 
dialog and teacher-student dialog increased. In fact, the concept of 
conveying Information to students had to give way to student-teacher 
and student-student interaction. This resulted in positive cognitive 
gains. The length of discussions and choice of leader may be a factor 
in their effectiveness. When evaluating instruction including the 
television presentation One Nation Indivisible (Whitala, 1968) that 
stressed degrees of student involvement, the researchers found that 
male teachers seemed to simulate more controversy and emotion than fe- 
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male teachers. It was also found that the most effective discussions 
were those of at least 40 minutes* duration, and the discussions be- 
came less effective as they decreased in time. Brzeinski (1968) 
found in conducting studies with multiple groups that those groups 
that engaged in social activities (not specifically described, but 
implying interaction) with other treatments, scored higher than 
groups without this interaction. While no specific data were reported, 
Estes (1966) found that role-playing increased students* tolerance 
toward minorities and' social isolates and resulted in increased cog- 
nitive gain. 

A report of a summer seminar in Milwaukee (Ashbaugh, 1968) stated 
that, after groups of high school students both black and white were 
brought together to "meet each other and learn about the patterns that 
constitute prejudice," students showed a more negative view of blacks 
with little or no change in the views of whites. On the other hand, 
Fisher (1965) reported that, when using a strategy of reading and dis- 
cussion versus reading only, only the reading and discussion groups 
shox<red positive attitude changes toward the minority group studied 
(American Indiana) . Fisher also reported that if a positive change 
in cognition is to result discussion must also accompany reading. 

In view of the above studies, it appears that interaction was re- 
ported in a number of studies with favorable results; and regardless of 
their school level, students generally and many teachers regard inter-" 
action favorably. Reading only and watching telecasts only do not in- 
crease cognition to the extent that these activities coupled with con- 
siderable interaction do. While the sex of the discussion leader may 
be a factor in the effectiveness of the discussion, it is, probable 
that — with training in discussion- leading skills, increased confi- 
dence, plus openness toward critical appraisal of opinions— the teach- 
er can learn to be effective in these techniques. 



MULTI ACTIVITY STRATEGIES 

Most studies of disadvantaged students involve a combination of 
varying teaching- learning techniques in whicfi one of them may, but 
need not, predominate. The term tmiZt'iaat'i'O'i'by approaahes is used here 
to identify a variety of those ajpiproaches that are not otherwise re- 
ported and that often appear together in instructional situations. 

For example, a unit is usually regarded as a way of organising mate- 
rials and procedures for instruction, and ordinarily has as its core 
questions by students or teachers in a fashion similar to inductive 
strategies. The treatment can relate readily to school programs and 
practices. Instructional units usually include a variety of methodol- 
ogies ; questioning,, resource visits, individual and group reading , 
study of printed materials, audiovisual instruction, and many other 
procedures used in social studies instruction. Study and learning 
activity by students is the element common to these varying techniques. 
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An experiment (Portugaly, 1967) conducted with kindergarten chil- 
dren, and an ESEA Title I program (Wheeler, 1968) Indicate that dis- 
advantaged children's use of manipulative devices and learning expe- 
riences drawn from the immediate school community resulted in in- 
creased cognition. In both investigations the teachers were highly 
aware of Immediate objectives for the children's learning. The 
Portugaly study especially Indicated a positive cognitive gain and 
positive changes in attitude toward learning. While the Wheeler pro- 
gram, yielded no experimental test data, the teachers who participated 
believed that the program was effective and that children learned more 
than in previously conducted programs. 



In a comprehensive study (Brzeinski, 1968), samples of Negro, 
Hispanic, and Anglo students participated in varying approaches to 
learning. The students in the activity-only group scored less well 
on tests of cognitive measures than students using activities combined 
with telecasts; however, Negroes in the activity-only program and 
Hispanic students scored higher than control group Negro students. 

Also significant attitude gains were observed in minority group stu- 
dents using the activity approach over the control group— the gains 
were particularly evident among Negro students. Gornick (1967) used 
an activity approach with upper elementary grade students. He found 
the highest gains among low intelligence students with greater enthu- 
siasm and motivation. However, the limited sample and its composi- 
tion suggest care in applying the Implications of this study. But 
since disadvantaged students often show depressed scores on group in- 
telligence tests, it is believed that this approach has promise for the 
disadvantaged, in a well-controlled study, Georgeoff (1967) found 
that a unit approach to Negro history yielded both positive informa- 
tion and attitude gains for Negro and white children. 

King (1968) reports activities as being contributors to the 
success of a summer program for secondary students in which signi- 
ficant behavior changes in low-income students were noted. In a 
second study reported by Murray (1968), higher test scores were 
found on a standardized test on government and a cohesive feeling de- 
veloped among the group receiving activity-centered methods when 
there was reduced emphasis on reading activities and increased em- 
phasis On field trips, films, and speakers. While the Information 
acquisition was slightly greater, faculty and students indicated that 
the project group Improved in general attitude toward school, the 
community, and themselves. North (196'8) reports the activities of a 
center for Negro and Puerto Mean history, an African room, a Puerto 
Mean art galle'ry, and other related areas. There are no objective 
data to support hoped-for improvement in self-concept of the minority 
groups visiting the center; however, subjective evaluations show that 
the center helped the students gain a better understanding and appre- 
ciation for the contributions of minority groups. 



Acti’vity-centered approaches are being used successfully with 
disadvantaged and low intelligence elementary students. Multiacti- 
vities are more effective than are single or dual activities. Com- 
binations of these examples of practices have promise for use with 
the disadvantaged elementary pupil: clearly stated. Identifiable 

objectives, an emphasis on dramatics, storytelling, manipulative 
devices and tools, teacher-pupil planning, and construction activi- 
ties. 



SIMULATION STRATEGIES 

Gaming and other forms of simulation are thought to have special 
advantages for all students and particularly the disadvantaged. 'Sim- 
ulation materials provide opportunities to participate in the pro- 
cess of planning and carrying through strategies, solving problems, 
and making decisions in emulation of decisionmakers in various 
organized social, economic, and political activities. Some of the 
games involve a distinctive element of chance. Abt, in an occasional 
paper titled "Games for Learning" (Educational Services Incorporated, 
1966) claims that games have the "advantages of dramatizing the 
limitations of effort and skill. . .encouraging the underachievers, 
making them particularly suitable, for use ^th the disadvantaged 
child." 

Research data on the efficacy of gaming when compared with 
traditional methodology are meager; especivslly lacking are data on 
the uses and effects of gaming with disadvantaged students. However, 
several writers do not hesitate to recommend gaming |as a technique 
for all students. Anyone who hds spent tima* with Itudeilts in jtlass-* 
rooms is aware that maiAy would prefer any form of a game to a tradi- 
tional methodology. Research reports Indicate {that participants enjoy 
playing the game. They also mention that students, regardless of 
reading ability, have little difficulty with the st?tategy of games. 
They do have somci difficulty verbalizing the strategy (McFarlane, 
1969). Recognition that reports of gaming are most often written by 
those connected x/ith the production of gamea~ tempers conclusions re- 
garding their efficacy as a teaching-learning technique, however. 

Blaxall (1965), in describing Abt Associates' experimental game 
progrmn with disadvantaged youth, based his conclusions on observ^ap 
tlon, interviews, and teacher reactions regarding students involved 
in a special summer program. Some of his conclusions are possibly 
obvious: students were actively involved; student attention span 

was stretched; communication among students was encouraged; and class- 
room discipline was less of a problem. Other conclusions were less 
obvious: the self— teaching characteristic altered the teacher's 

role, allowing him to develop other relationships with his students; 
learning of abstract ideas x^as facilitated; and the games had rele- 
vance to student needs and Interests. Because the disadvantaged 
student often ranks low in reading ability and intelligence test 
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scores, and because of usual high student interest in gaming, simula- 
tion seems to hold potential as a strategy for teaching disadvantaged 

matter of playing the game, Farran (1968) found that 
individual competition produced more learning than did games in which 
students were grouped to compete. This is perhaps because formerly 
unsuccessful students achieved immediate personal success and result- 
ing status, and were thus more highly motivated than when status was 
shared with a group. However, Farran also found that in comparing 

individual competition there was no difference in change 
ox attitude toward learning. The optimum number of students playing 
a game at any one time was thought to be between 12 and 15. If more 
nan 15 students were playing at the same time, it required much more 
teacher a attention for the game to progress smoothly (Blaxall, 
xyoo;. It was also thought that, if 20 or more students were playing, 
at least three teachers or game administrators were essential to the 
success of the game. It therefore seems that gaming offers distinct 
potential for use with disadvantaged students because it does not 
depend so largely on reading achievement and it is enjoyed by both 
students and teachers. If, however, increased information gain is a 
goal, games involving individual competition are probably preferable 
for disadvantaged students. 

Like gaming, case study and role-playing methods are often con- 
sidered viable techniques to use with students generally. The lack 
of experimental data and the inadequacies in research design limit 
the usefulness of the conclusions drawn about role-playing and case 
study techniques. In one study, however, students using the case 
method both liked the method of instruction and believed that they 
learned more from the materials and teaching procedures (Jones, 1965). 
Regardless of race, higher intelligence students made significantly 
better information gains, but the middle and low intelligence groups 
made greater attitudinal gains than the higher intellig,-nce group. 

The case method seemed to cause Mexican- American students to make the 
greatest attitude gains while making the lowest information gains. 
Negroes, who comprised the, largest proportion of students, scored like 
the total sample in both attitude and information gains. 

In a second study, this using simulation and role-playing as 
elements of the cases, Estes (1966) found that the case study groups 
w toto learned greater tolerance toward minorities and social iso- 
lates and agreement with the subject matter of the cases which could 
be interpreted as information gain. Of concern was the result that 
lacial minorities (not clearly identified) showed less tolerance and 
less iniorraation gain than did the majority population groups. The 
positive results of this study do support the use of simulation for 
increasing tolerance of students, but it must be considered that the 
study also indicated lower tolerance after instruction in the groups 
that were more likely to be disadvantaged. 



^r^ of the limited available research and design limitations 

reported studies, the basis for Judgment of the efficacy ofsim« 
ulation techniques 'for disadvantaged students is quite limited.' It 

teachers enjoy simulation 
activities— this fact by itself Is a strong positive note for the 

hoped that experiments with the many games now 

it has p?o^d enj'oy^Ie methodology as viable a one as 

SCHOOL ORGANIZATION AND OTHER FACTORS 

size Information on the effects of class 

of f Inter-cl^s grouping on the learning processes 

of disadvantaged stuaents. There is seme research on • the effects of 
inter-class grouping (homogeneous, ability) on the slow learning 
student, which may account for the lack of experlLntMlor^th 

students. In an article published In the April 1961 

telraed?" ieo^fersHp titled "Grouping: What hLe wf 

Learned?^ Maurice Bash sums up the available research with the aen- 
eralizatlons that homogeneous grouping has little effect on the fast 
learning student, somewhat less desirable effects on the average 

student. IhrcStion 

generalization is supported by a study of fast and slow 
seventh-graders who were grot:q)fid either homogeneously or 
heterogeneously for Instruction. The results of the Lyearstudv 

dentrin^etfi*''^''® knowledge Improvements in' the slow-lLmlng sL- 

positive self-concepL were 
the slow learners placed in heterogeneous classrooms, 
gh they believed that others did not necessarily view them in 

arf learning students is inconclusive, teach- 

favoring homogeneous grouping. Uphoff (1967) reoorts 
that grouping procedures are widely used and‘"favLed by both tc^diera 

‘LIT- also allow sSntsVo''fu„cil“oi;'” 

more freely and involve themselves in more investigative and discus- 
sion activities (Dow, 1969). Ufsually, small classL are Svored bv 

siasiir^more^stL^^J^?^^ positive features as more teacher enthu- 

achievement, and better 

teachinc reported data on a program involving team 

teaching in a block of time reported positive results with secondary 

^as not well controlled, the 

students made infomatlon gains over the period of study. It is dif- 
f definitely whether these gains are 'attributable to the 
a excellent," the multimedia approach, or possibly 

a Hawthorne effect (Murray, 1968). Increased infomatlon gains were 
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from another study (Young, 1967) in which a 3-hour block of 
time was devoted to individualized instruction in several subiects* 

imitations of 

™ake it hazardous to attempt to generalize from this study, toteel? 

Summer programs seem to contribute to the information eain of 
disadvantaged students when certain instruction^ Sents Se pre= 

the iegul^^L^r^s‘of°d approximates that^of 

etructii\v“fj“® f ’^he regulL pattern of In- 

prehenslve^Le of^fllmr'"?? sroup instruction; corn- 

upgraded faterest literature; 

pgraded organization; and instruction in a nonschool settinp fov 

acquisL\™rb'rstS:®t "-rf- » iaf°t-tion 

f7c::f:rjn°\tLtid “ff 

::rVof‘:h=‘“sr‘= itr 

the elemSt^rraonr (feeler, 1968) teachers believed that 

scores showed ?n rM “ students learned more than the test 
from i-u * this program, instructional materials were drawn 

rom the surrounding community, and teachers had long planning periods 

veLfth ® insufficient time to fX" de! 

that^fh^ lessons. On the positive side, the teachers beliewd 

prLarv factnr^^‘'"°''t^^ materials they developed themselves were 'the 
primary factor in making the program a success. 

not ha™a^creat’pffpn?^”'^ evident that administrative organization does 
aye a great effect on the achievement of disadvantaged students 
The major elements which have an effect appear to bl^hHlm^nr 
materials, the curriculum, and the teacher. Homogeneously prouned 

ing s*ooT°dh?l‘c,';i^®^“^ Institute programs for students hav- 

g£oJ i^J£i£?h- 

surSLgI ‘»d"L"“' °^"'f'=pduuts\t":ia«oTto'ri 

rroundings, and the use of multimedia including field a„a 

printed materials other than the regular socUrftudies tSLok 

factors that seem to influence informational 

15 stuLn^s fd planning time, class size not to exceed 

students, and the use of a nongraded pattern of organization. 



STRATIiGIES BY SCHOOL LEVELS 



KINDERGARTEN AND ELEMENTARY 

The elements of induction — posing questions, seeking answers, 
and generalizing from collected data to solve problems""**whether using 
the name t-nduoti-on or pr’<?2?Zsw-aoZ'yin0'*"‘"appear to work best for dis- 
advantaged elementary youngsters. Certainly, the elements of high 
interest and enjoyment are factors that cannot be ignored by the 
teacher of the disadvantaged. For if much of the disadvantaged 
schoolwork is taught in a traditional fashion as content to be mas- 
tered, content that is seemingly unrelated to his life and is not 
meaningful to him, the youngster simply turns the teacher off. 

This is not to say; that there is no place for deductive strate- 
gies. Most authorities who write in elementarjr school social 
studies agree that the use of the strategies is not an either/or pro- 
position, Rather, good teachers apply elements of both when appro- 
priate for their students. In those instances where the greatest 
gain occurred with deductive strategies, the strategy was either 
supplemented by readings, discussions, films, filmstrips, or other 
audiovisuals, or highly structured and sequential in teaching- learn- 
ing objectives and activities to accomplish these objectives. 

As already pointed out, interaction between students and stu- 
dents, and students and teacher makes deductive strategies effective. 
Most often interaction is thought of as discussion. However, at the 
kindergarten and elementary level interaction may take place during 
teacher-pupil planning sessions, group and committee work, research 
and construction activities— there is almost no end to the Instances 
in which it may occur. Interaction without awareness of learning ob- 
jectives on the part of the teacher and pupils, however, is just 
taUdng" and as such probably would not accomplish the desired objec- 
tives, Planned interaction is the desirable process, or interaction 
based upon identified objectives. Certainly, the grade level and the 
materials used are factors affecting the amoOnt and quality of the 
interaction that occurs. Kindergarten programs of necessity are in- 
teractive; the most successful ones with the disadvantaged are those 
carefully sequenced in teirms of the content covered, have definite 
objectives, and involve interactive elements such as games, storytell- 
ing, dranmtics, and "play" type activities. The materials used can 
almost force interaction. When using the program One Nation 
Indt>V%8'ih'Le teachers seemed to move away from the role of giving in- 
formation toward reacting to the students and the material. 

Studies of elementary-age children suggest that activity ap- 
proaches yield both increased cognitive gain and attitude gain. The 
attitude change takes the form of positive attitude gains in the 
direction desired by the teacher or the materials designer. The 
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attitude galu is further described by teachers as increased enthusi« 
asm for the study on the jpart of the disadvantaged youngster, Except 
with kindergarten children, activities without some accompanying 
structured learning process do not enable children to make as much 
knowledge gain as to those strategies that make use of an information 
input plus one or more activities to reinforce the knowledge input. 

Xlie advantages of gaming, role-playing, and other simulation 
approaches for disadvantaged youngsters are apparent, Ihey are 
enjoyable, success in gaming is not seriously limited by the child’s 
reading ability, purposeful communication between students is encour- 
aged, classroom discipline is less of a problem, and, to a large ex- 
tent, simulation approaches are self- teaching. The active-involve- 
ment element inherent in these approaches has particular appeal for 
the disadvantaged child. 

Multimedia cannot stand alone as a productive approach to teach- 
ing disadvantaged elementary students. It must be combined with 
other approaches to produce increased knowledge and attitude changes 
in these children. The research reports increased gains using films, 
telecasts, and other media with various strategies. Because of the 
seeming lack of in-sehool verbal facility of the disadvantaged child, 
good results occur when media are combined with other elements such 
as discussions, field trips, supplementary reading, and classroom 
interactioxi activities. The key idea seems to be active involvement 
of the student. Disadvantaged children do not learn as well by 

passively watching or listening; they respond more fully when actively 
involved in the learning process. 

Upper elementary grade teachers do not favor a textbook approach 
to teaching; primary grade teachers are not so definite. In general, 
elementary teachers believe that children learn more and retain more 
if materials beyond the text are used. Tliis is not to say that text- 
books should be totally ignored by teachers of disadvantaged chil- 
dren, but they should be supplemented by field trips, films, film- 
strips, discussion, and other interaction approaches. 



Tlie presently available research leads one to believe that homo- 
geneous grouping is detrimental to the slow learning elementary stu- 
dent. This suggests that the same is true for the disadvanthged 
child. There is some evidence, however, that pupils’ attitudes 
toward others can be positively influenced by planned learning expe- 
riences with children of other races or by integration of racial and 
ethnic groups in elementary classrooms. 



At this time there is no hard evidence to support or reject ideas 
on class size or graded or nongraded school organization. It does 
seem reasonable that, since disadvantaged students profit most from 
active involvement in the learning process, classes should be small 
enough to enable teachers to give attention to students on an indi- 
vidual and small group basis. Further, it seems reasonable that a 
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nongradsd school organization would eliminate at least part of the 
failure syndrome that is now encouraged by the graded school. By 
doing away with the idea of failure in favor of continuous progress 
no matter how small, the disadvantaged child’s concept of worth 
would be enhanced. 



SECONDARY 

The paucity of experimental studies with disadvantaged students 
at the secondary level make any conclusions regarding efficacy on 
Inductive versus deductive strategies quite tenuous* However, the 
reported research using samples of disadvantaged students reflects 
that induction is more widely used in experimentation. 

Multiactivity programs are being attempted with disadvantaged 
seconds^ school students, particularly in summer programs. It seems 
that, when these remedial programs are in the planning stages, the 
planners choose types of activities that are not normally used during 
regular terms and attempt a wide variety of'Ivicarious and firsthand 
experiences for their students. For disadvantaged students multic 
activity programs seem to increase understanding of what is being 
studied and their liking for learning and schoolL, 



Simulation type strategies are gaining favor among teachers and 
sf)»udcnt!s in sccondHiry schooXs* Evciry study X'cporting ircsuXts of 
gaming, role~playing, or the use of case studies reports positive 
knowledge gain for the participants. Very few| gaming situations deal 
with attitude development or even have attitude dimensions except 
that all report that students liked playing the game. In the case of 
disadvantaged students it seems that individual competition is more 
desirable to students than group competition perhaps because when 
they win they immediately receive personal gratification that need 
not be shared with a group of winners. 



It is possible to state that since students enjoy simulation 
exercises and do learn from them they should be incorporated into 
the methodology repertoire of the teacher. However, the school 
should proceed very cautiously in attempting to influence students* 
attitudes toward others via simulation strategies. 

Ability grouping is often favored by teachers and school admin- 
istrators. The form of grouping that most affects disadvantaged stu- 
dents is ability grouping. The available research literature relates 
that in particular this type of grouping penalizes the slower learn- 
ing student. When students are grouped homogeneously they seem to 
suffer in both subject matter acquisition and in self-concept. 

Small classes make sense especially for the disadvantaged. 

Small classes afford opportunities for students to interact with 
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each other and their teachers, and allow teachers to depend on acti- 
vity-centered teaching strategies. The more successful programs are 
those that utilize a combination of school organization factors? 
small classes, blocks of time, provision for teacher planning, and 
instruction in a nonschool setting. Further, these programs used 
combinations of multimedia, interaction, and multiactivity strategies. 



IMPLICATIONS AND RECOMMENDATIONS 

Even through rigorous experimental design and statistical treat- 
ment were not always applied to the projects reporting data on teach- 
ing the disadvantaged or teaching about the disadvantaged, there are 
data that form a base for the implications and recommendations that 
follow. 

1. Tlie pattern of teaching strategies used with the disadvantaged 
should feature active involvement of students. 

2. Inductive strategies are favored but students do profit from de- 
ductive teaching- learning especially if multiactivi.ty and inter- 
action dimensions are included. 

3. Classes should be small to allow for individualized .teaching and 
activity work. The students should not be homogeneously grouped 
but placed in classes with students of various ethnic backgrounds 
and ability levels. 

4. Classrooms should be organized so that youngsters have opportuni- 
ties for contact with students of different abilities and differ- 
ent racial and ethnic backgrounds. 
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A multimedia approach in teaching Negro history to whites and 
Negroes resulted in information gains for all students, but no posi- 
tive attitude gains toward Negroes (Muller, 1969). The. same results 
were reported by Georgeoff (1967) for information gains; however, 
interracial preferences ymr& expressed by the children, indicating 
some attitude gains. 

When increased knowledge is the objective, the use of televi- 
sion, films, and various media is justified. However, if positive 
attitude change of whites toward Negroes and Negroes toward whites 
is the desired outcome, the issue remains in doubt. Special programs 
stressing information acquisition through multimedia with elementary 
students yield positive results. Since disadvantaged youngsters are 
not verbally oriented, at least not to the language of the public 
school, nonverbal learning materials yield more favorable results 
(Forester, 1968) • Nonverbal learning may be part of the answer to 
learning problems of disadvantaged students. Certainly, the Dow 
(1969) program, a part of which was student excursions, and the in- 
formal evaluation statements of the New York City Negro and Puerto 
Rican supplementary education centers described by North (1968) 
favored this activity for disadvantaged students. 

Using a multimedia program Muller (1969) found secondary school 
students increased in knowledge of the Negro in American history. 

He also found, however, that positive attitude change toward Negroes 
did not occur. While the previous two statements indicate certain 
knowledge and attitude information, the teachers who participated 
in the study believed that they had been very' successful in teach- 
ing American history. A large proportion thought they saw some posi- 
tive attitude change in students toward various ethnic groups. Some- 
what the same observations can be made aHout a study involrLng a cur- 
riculum laboratory containing collections of Afro-American materials 
and audiovisual equipment—that is, different perceptions by i students 
cind teachers of the results of the work with the materials and equip- 
ment. In this instance, the students rated the laboratory's book 
collection its primary strength, while the teachers gave’ highest 
rating to the films and filmstrips. 

Media for teaching Negro history have been quite scarce. Only 
slightly more than half the States have some type of material avail- 
able for teachers. Most frequently available are bibliographies 

referring to books, periodicals, and audiovisual references (Goff, 
1969) . 



The above indicates that the use of a multimedia approach with 
disadvantaged students when increased knowledge is the objective is 
a legitimate approach. Increased information gains have been observ- 
ed, when media such as television, films, visual aids, and excursions 
were used. On the other hand, when the primary objective is to change 
students' attitudes, favorable results are not so likely. Generally, 
results are positive with elementary-age children — the* younger they 
are, the more impact teaching can make on their attitudes toward 
others. However, when older students are exposed to media and when 

the primary goal is attitudlnal change, media approaches have less 
success. . 
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TEXTBOOKS 



Textbooks have generally been the subject of criticism for 
varied reasons. Recently this criticism has shifted to focus on 
their ethnic content. From an examination of three current surveys 
of texts in use, it is evident that the evaluators have strong com- 
mon feelings about the shaded interpretations, the inaccuracies, and 
the omissions regarding minorities that are so prevalent in the pub- 
lished texts in use today. The apparent intent of these surveys was 
to document what was wrong with texts. It should also be noted that 
they lacked specific standards upon which to base judgments as well 
as, possibly, objectivity. 

A majority of the criticism centers on textbook treatment of 
one or a combination of the following elements; Negroes, American 
history, or minority groups other than Negro. Three of the four 
surveys considered only secondary school textbooks. Only one included 
elementary school texts, and those were only a small proportion of 
the books involved in that survey. 

The most .sweeping indictments focused on obvious errors of omis- 
sion. The authors almost totally ignored Negroes in the development 
of the Nation. If Negroes were mentioned, it was usually in a bland, 
innocuous, or uncontroversial manner. Second, an evident omission 
was the avoidance of the controversial or any unpleasant episodes 
relating to Negroes in the history of our country. The texts sur- 
veyed exhibited an almost total avoidance of the human element in 
the portrayal of minorities— that element that makes fiction and 
biograpny so fascinating to young people. Further, the texts mis- 
interpreted or ignored the significance of the current civil rights 
movement and took a neutml stance on controversial issues, or as 
cited an absence of moral stand" on the treatment of Negroes in the 
history of the Nation (Stamp, 1964; Menge, 1968). Sloan (1968) in 
his analysis of secondary school history books gave much the same 
analysis and drew similar conclusions to those in the previously 
cited studies. However, Sloan contended that most of the newer edi- 
tions were giving a fairer treatment to the rolte of the American 
Negro than earlier editions. Much the same observations were made 
by Carpenter and Rank (1968) , but a violation called "lack of in- 
tegration" was also noted. Texts usually isolate most references to 
minority groups from the course of history as it is presently 
treated, either ignoring multiracial societies, mentioning minority 
groups in a chapter on civil rights, or simply referring to civil 
rights movements in the final chapters of the text. Ttie Marcus 
(1961) analysis parallels the previously mentioned studies in regard 
to the treatment of Negroes in secondary school textbooks. Marcus 
does go a step further when he points out that there has been little 
improvement in the treatment of Asians and Spanish-speaking immi- 
grants in the texts published in the decade of the 1950 's. However, 
those texts reflected a more positive attitude about the immigrant's 
contribution to American society. Further, the textbook treatment 
of Jews in world and American history books has been largely inade- 
quate or incidental with the exception of "reasonably good discus- 
sions of modem Israel. 
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Thus there are implications for textbook selections in schools. 
Selection committees should attempt to select texts that reflect 
the real world of the disadvantaged ctiild*~texts that illustrate 
inner-city neighborhoods with row houses and candy stores. Narra- 
tive and illustrations of minorities and majorities working on a 
joint endeavor would provide an element of realism that is lacking 
in most present texts. Since each student lives in some sort of 
community, textbooks should contain material to help the student 
study his immediate community, rather than provide readings on some 
nQrthical place that may have little relevance to his life. 

VJhat does research show on the traditional reliance of teachers 
on a text as the primary vehicle of social studies instruction for 
the disadvantaged student? 

In a survey of outstanding teachers of disadvantaged children, 
Cheyney (1966) found that a unit approach was favored over the text- 
book approach by middle-grade elementary teachers, while primary 
grade teachers were divided evenly as to the method they preferred. 
However, it should be considered that for years outstanding teachers 
have not used the textbook to the exclusion of other instructional 
resources. Only in recent years have social studies texts even been 
provided pupils in some primasry grades. The teachers queried be- 
lieved that students learned and retained more content when taught 
by other-than-textbook media. In a study to determine the efficacy 
of tradebook versus text and pamphlet versus textbook groups, it 
was found that there was no difference between groups in the amount 
of content learned, although the non- textbook groups seemed to retain 
more information than did the textbook-only group (Edgar, 1966). 

The tise of modified (lower reading level) text materials is 
widespread, but the effectiveness of these materials for the jsec- 
ondary scliool student is in doubt. | Only when this type of mate- 
rial is heavily supplemented with other texts, films, and 'dither 
audiovisual materials were positive information gains observed 
(Baines, 1967; Wilson, 1967). However, student reaction to this 
type of material is favorable, as is teacher reaction (Uphoff, 

1967).- Results of the Baines and Wilson studies were inconclusive, 
however, and only two studies do not constitute a large enough sam- 
ple upon x»7hich to base hard and fast decisions on the efficacy of 
this type of learning material. 

It seems evident that the substantive quality of the textbook, 
particularly the American history text used in secondary schools, 
is poor. While the quality of the printing and the illustrations 
has steadily risen throughout the years, it is questionable whether 
the content of the text particularly in its treatment of minorities 
has kept pace. Perhaps the heavy reliance on the social studies 
text is a contributing factor in students disliking social studies, 
and perhaps the unrealistic treatment and lack of relevance of Negro 
life in the past and the present have been contributing factors in 
the Negro student "turning off" social studies instruction as an 
i ncons equential part of his education. 
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IMPLICATIONS AND RECOMMENDATIONS 



Because of disadvantaged students’ difficulty with the language 
of the school, audiovisual media should be used. Audiovisuals 
should be supplemented by readings and discussion. 



When the content and the difficulty level of games is appropriate, 
gaming techniques should be used. 

Programs designed to teach about minority groups should draw 
heavily from audiovisual media if knowledge gains are the objec- 
tive of the programs. The audiovisuals should be followed by 
discussions and activities. 



Mien tradebook content is suitable to thti curriculum and students, 
tradebooka should be used in place of textbooks. When tradebooks 
or textbooks are used they should be supplemented by discussions, 
activities, and audiovisuals. 

Selected textbooks should feature minority group characters in 
both illustrations and in the narrative. 

Schools should be extremely cautious when exposing students to 
conflict-type media. Often students are not prepared to handle 
this kind of media content, and more harm than good may happen 
to these students’ feelings toward others. 






Moat efforts to investigate or improve school practices give 
special attention to teachers, for research in education has long 
since verified that the teacher’s role is a centrally influential 
one in school instruction# Research on teachers of and about the 
disadvantaged, however, was meager j only 19 of about 70 data 
reports selected for this study included enough data on teachers to 
provide a basis for interpretation, and some of these reports in- 
volved only a few teachers. However, they are reported here a£? 
having possible implications for others. 



TEACHER TRAINING 

The most often used means for' preparing teachers to engage in 
experimental or innovative teaching are variously labeled wo^ehop 
or i>nB&pPi.Qe sessions or programs. The considerable range of varia- 
tions in numbers and timing of sessions, length of sessions, and 
number of weeks or months during which they operate makes it diffi- 
cult to compare them and to generalize regarding such training 
programs. The most extensive inservice programs are reported by 
Edgar (1966), Gornick (1967), and Dow (1969). Despite limitations 
of diversity in both the nature of the teacher-training programs and 
in the extent and nature of evaluation of teacher training in these 
projects, some implications can be suggested to those working with 
teachers in relation to social studies and the disadvantaged. 

Clearly most project personnel who have engaged, in and evaluated 
teacher training for their projects conclude that it is essential. 
Their motion is generally seconded by teachers participating in the 
projects. However, the effects on students’ learning in classes of 
trained versus not trained teachers have not been sufficiently com- 
pared. Lack of clearly favorable evidence implies the need to gather 
more data. But the judgment of both the leaders and teacher-partici- 
pants in such training programs may well be considered as valuable 
guidance. School systems that attempt seriously to improve social 
studies for or about the disadvantaged will do well to incorporate 
specific and pertinent teacher training into their program. The most 
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evident suggestions growing out of the projects analyzed are that there 
should be some teacher training and that it should be planned and 
operated as an important element of the program. 



CURRICULUM DEVELOPMENT BY TEACHERS 

Innovative projects involving social studies and the disadvantaged 
sometimes engage teachers in major planning of a new or revised curric- 
ulum, A half dozen of the projects surveyed so involved teachers. 

J.he extent and types of teacher participation varied. 

Three of the projects involved teachers in curriculum planning 
tor a considerable period of time. The Law in American Society curric- 
ulum development was most extensive (Ratcliff e, 1969). It engaged a 
total of more than 200 teachers in summer workshops of several weeks 
each over a period of three summers. Miile different teachers attended 
each summer, each workshop prepared, revised, refined, or extended 
drafts of curriculum materials. These included seven booklets for stu- 
dents in various secondary social studies courses, and a teacher’s 
handbook for each course. The handbook stressed learning activities, 
particularly those requiring active student involvement and inquiry 
learning. Commercial publication of the teacher-produced materials 
testifies to tangible success of this effort. 

The projects reported by Edgar (1966) and Muller (1969) engaged 
teachers somewhat less extensively in the total time for curriculum 
development than did Ratcliffe’s project. Edgar involved 12 teachers 
or most of a school year in 15 sessions before, during, and after the 
instruction. The Muller project continued over a 2-year period with 
18 teachers meeting for 15 half-days during the first year. They met 
with, representatives of the community, the State department of educa- 
tion, students, and other groups; visited schools identified as 
aaving innovative programs; and examined books on recent trends in 
social studies. Occasionally during the following school year principal- 
designated teachers were released to develop the experimental curric- 
ulum for^the full year in grades five, eight, and eleven. Reported 
data in both the Edgar and Muller studies concern students’ achievement. 

gar does, however, comment specif ical3.y and favorably on development 
of the curriculum by teachers with consultant help and leadership. 

More limited teacher involvement in curriculum development occui'red 
in three additional projects. Teachers and supervisors in a 
wtSGons'i-n^ project planned a new seventh-grade course in world history, 
culture, and institutions (Ashbaugh, 1966067); but the nature of and 
procedures in their curriculum p.lanning are not reported. Twenty-six 
Gcnyj Ind'L’Oncij teachers met four times over a 3-month period to revise 
content, select instructional materials, and include Negro history in 
10 ^ 7 ^^ instruction during part of the school year (Georgeoff, 

)• A varying approach Im Keens <xs City^ Missouri (Wheeler, 1968), 
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INSTRUCTIONAL PLANNING BY TEACHERS 
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made little use of this service and also refrained from writing the 
criticisms (she had requested) of her lesson plans for them. Plan- 



report 



ning during the period of instruction is reflected in Stoakes repo: 
(lyo^) of an increase in teacher’s requests for instructional mate- 
rials that he provided. And Wheeler’s study (1968) reported that, 
in the teachers judgment, they really met more effectively the needs 
of students by preparing (during 90^minute planning periods) an in- 
structional unit particularly fcjs'^hem. 

Although the small numh^of projects reporting diverse instruc- 

aunroDria^P^^’^Aii^^^^^S® generalizing, some comments are 

appropriate. Allocated time for teachers to p3an instruction some- 
times, but not consistently, results in greater learning of desired 
measured tpes. Such an allocation of time is even more favorablf 
^praised in the subjective responses of teachers and project leaLrs. 

that higher teachtei morale is in itself desirable, 
then provision should be made for such extra time when varying emphases 
0 . approaches in content or instructional procedures are to L imple- 



BASIC CHARACTERISTICS OF TEACHERS 

Those seeking guidance to identification of the ’’best" teachers 
of social studies for, or about the disadvantaged will be disappointed 
in the limited data that rej^earch and development projects have re- 
ported. Nevertheless, a brief description can call attention here 
to such Information as eight stud?,es have reported. The range of 
teacher characteristics reported includes some beyond teacher 
skills and knowledge. 



teachers are reported in the studies by Dooley 
(1968), Georgeoff (1967), and Smith (1967). Dooley inferred that 
the greater gains he found among Negro students with Negro teachers 
rived at least partly from pride these teachers felt over being 
included in the experimentation. Georgeoff thought that Negro 
teachers who had both white and Negro students in their classes were 

fnr forcefully the experimental Negro history material 

2 of arousing hostility among their white students; white 

teachers, also interviewed by the researcher, revealed no special hes- 

er^involv^d'■^ ‘‘^mith found, by interview, the six Negro teach- 

ers involred in her study to be variously hesitant, evasive, apathetic, 

and unknowledgeable, but also desirous of specific aids and grateful 
for the aelp they received. In all three of these studies, the re- 



Ratcliffe (1969) demonstrated that teachers can be moved toward 
a fuller inquiry orientation as a result of intensive, pre-experi- 
ment al inquiry training. Rousch (1969) found that variations among 
a small number of preservice Teacher Corps interns in sex, age, ex- 
perience, educational background, geographical origin, and race made 
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no identifiable difference in the lack of effect of video and audio 
tape feedback in their instructional behavior, including elements of 
accepting and interacting with their students. 

Perhaps understandably, but nonetheless regrettably, few pro- 
jects have reported on the effects of teacher knowledge of the ex- 
perimental subject matter in relation to performance of students. 

Only an occasional one of the reported teacher- training projects did 
include this factor. Green’s study (1966) showed a little difference 
favoring elementary teachers trained in anthropology, but his report 
did not separately identify the disadvantaged pupils from others. 
Potterfield (1966) reported that teacher backgound in the subject 
matter made little difference in performance of pupils studying an 
anthropology unit in the middle grades; but only one trained and 
one untrained teacher taught the five experimental classes. The 
pupils of low socioeconomic class scored about as high as those of 
high socioeconomic cslass on the achievement test. 

Imperatore (1969) analyzed teachers' background in geography 
in relation to performance of kindergartners on an introductorjr unit 
concerning the earth. The extent of teachers' background failed to 
make a statistically significant difference of pupils' performance. 
However, teachers who had had more courses in geography tended more 
to regard the 27-lesson unit as appropriate for instruction; and 
these two factors together related quite closely to the degree of 
pupil achievement, More experienced teachers were also distinctly 
more effective. Material furnished all of the experimental teachers 
included five essays dealing with geographic content for teachers. 

The researcher attributed the limited influence of teachers' geogra- 
phic background to the "low-powered" nature of the geographic sub- 
ject matter. In this study there was no significant difference in 
the performance of white and Negro pupils. However, the combined 
factors of race and socioeconomic status showed disadvantaged pupils 
scoring lower than others. 

Among the projects surveyed in this study, only the one re- 
ported by Whitla deals with a broad range of teacher characteristics. 
Most of those characteristics involve teachers' reactions to the ex- 
perimental materials and the three training films that concerned in- 
structional use of the material. Whitla reported somewhat varying 
reactions of men and women teachers and of teachers of racially in- 
tegrated and nonintegrated classes. Variations were also reported 
among men #.nd women regarding the instructional material itself. 



SUMMARY AND RECOMMENDATIONS 

Perhaps an outstanding finding of this study is the limited 
attention given to teachers of the disadvantaged in the projects 
surveyed. 
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While some of the projects may have dealt with, and even gathered 
data on, professional development, the reports of their projects did 
not so indicate, Clearly, however, the need for progress in teacher 
selection, training, and curriculum development demands that more 
effort be made to secure and report data concerning teachers « These 
data should indicate information on the basic characteristics of 
teachers if they are to shed light on what kinds of persons are most 
effective in teaching social studies for and about the disadvantaged. 

Participating teachers and the project leaders generally endorse 
teacher training and teacher development of curriculum on or for the dis- 
advantaged. The enthusiasm of those who have tried it, albeit often 
lacking the support of '*hard data," contrasts sharply with apparent 

Ignoring of professional characteristics snd development in the other 
projects. 

Particular note may be made of the lack of reports on preservice 
training of social studies teachers for or about the disadvantaged. 

As practically all preservice training occurs in colleges and uni- 
versities ^ ^it is those institutions that apparently need their atten- 
tion called to the lack of research and development data in this 
area. 
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RECOMMENDATIONS TO THE EDUCATION COMMUNITY 

The following recommendations are suggested by the project staff: 

curriculum should be revised to luclude more 

oontrlbute^rn ™ Vm® various ethnic groups that compose and have 
multicultural, pluralistic American society and 

groups? ^ attention should be balanced among ethnic 

SdS®Sarli^hf??® P^vlded a range of Instructional 

^dla that faithfully reflect the ethnic as well as other elements 

pressSies’^for^”*’®’^^®®” ®*'®““ 3‘vengthen requests and encourage 
p es&ures for an adequate supply of instructional materials. ^ 

should emphasiae voluntary utilisation by 
schools and teachers of the new approaches, content, or materials 
Soft-sell" is preferable to "hard-sell" aiiong teachers iTllll 

Sther‘*than'dl'^rr®“^r ®''®"“ end stimulate 

rather than dictate; alternative means should he Indicated. 

than®a ‘^^sc'^vantaged should be planned for more 

approaches at each ivel 

recurrent Itteft^f ®’" complementary. Particularly 

recurrent attention is needed to attitudinal objectives.. ^ 

Distinct effort should be made to develop or select snpn^f^n 
studies^ specification of various desirable outcomes of social 

par^icip^ttsf''^^''^'''^'’'' opinions of ‘ 
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rlcultnn encouraged and allowed! to Ipartlclpate In cur- 

teanw ^nd selection of instructional materials. E^ery 

teacher In the social studies offering involved may be invited ^ 

at the school level. In a local school syst^>m 

be involved from each school; and^at the 
State level, each area of the State should be represenLd! 

of diverse ethnic end other groups should 
teechers should Include 

specific attention, perhaps at various times and for dif ferine 

plten^end L“f f dls advent fge^ 'cL- 
^ helpful consultants should be utilized, and teachers 

InrLe ? participate. The form and type of trSn- 

ing are less important than its content and utility. 

The cooperation and support of school officials, general super- 
vxsors or curriculum or instructional prognun directors, and 

citizen groups are desirable and sometimes 

Sociars^ud^P^®''"®”"^^® curriculum change in a controversial area. 
Social studies supervisors should seek to solicit and stimulate 
needed facilitation of desired changes. stimulate 

from^inHi°'' preferably coordinated, is needed 

in efforir^r^ "® Resource-allocating offica.ls and groups 

th?ouch channel their policies and support 

thiough social studies supervisors or, if none, other appropriLe 

soMpi" continuing responsibility for the^full 

social studies programs in the schools. 

School administrators and board members should recognize the wide- 

Wromatelvt?ainad*J instructional materials, 

a?^trSr„g^rograL curriculum development, and teach- 

especially to those plans for improvement 

meas^ref a^d repofteT " 

aiecL?s"hou?rv?v^ -nd general curriculum 

irectors should give special recognition to the tendenev for 

toSv content to become outdated and to involve contro- 

Qt-pnM* resources should be provided to build public under- 

anding that tue public schools need to reflect and contribute 
to a multicultural, pluralistic society. 
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14. General curriculum directors should assume special responsibility 
for social studies and the disadvantaged in their school systems 
where there is no social studies supervisor. In those systems 
with one or more social studies specialists, the general curricu- 
lum director may serve as both a catalyst for social studies 
improvement, when needed, and a coordinator between the social 
studies and other areas of the curriculum. 

15. Social studies consultants to school systems should recognize 
the great divergence within schools among individual students, 
teachers, schools, communities, and ethnic and other groups in 
American society. Consultants can be most helpful when they re- 
commend or simply identify alternative approaches that appear re- 
latable to the characteristics of particular school situations. 
Teachers and supervisors need to be aware of a variety of direc- 
tions, approaches, or means from which they can select particular 
ones to apply to their situations. Limitations, including un- 
knowns, of particular approaches as well as their demonstrated 
and potential advantages should be known. When possible, consult- 
ing should be arranged on a continuing basis over a significant 
length of time to allow a consultant both opportunity and respon- 

. sibility to revise his approach in terms of effects or lack of 
them. 

16. Teacher educators should give more attention to the disadvantaged 
in their regular preservice and advanced study programs as well 
as through special offerings in conferences, workshops, insti- 
tutes, clinics, and other means. In this effort, too, prospec- 
tive and experienced teachers should be provided with some alter- 
natives and not merely a single set of correct answers. Teacher 
educators must be concerned with realities of diverse teaching 
situations if they are to contribute effectively to improving so- 
cial studies for and about the disadvantaged. 
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EXEMPLARY PROGRAMS 



The following sites are commended as appropriate for visitation 

or communication by those who desire contact with ongoing social stu- 
dies projects. These projects meet the following criteria; 

1. They show promise of continuance into the foreseeable future, at 
least through 1970 and most of them for much longer. 

,2. Although no project is devoted wholly to social studies for or 
about the dis advantaged » these sites include specific attention 
to this area in their programs. 

3. They are data-based, data-collecting, or data—reporting projects— 
that is, they are research and development sites committed to 
some use of evaluation involving tangible evidence. This feature 
distinguished them from a much larger number of programs, centers, 
projects, "experiments," and other activities that involve so- 
cial studies and the disadvantaged but limit reported evaluation 
to cited Impressions of participants. Note, however, that not 
all of the selected sites have yet reported "hard" data; thus 
some are not included in the study's abstracts of research and 
development reports. 

4. They offer such services as site tours , information handouts, 
demonstrations, answers to queries, sample, materials for teachers 
or students, and observation of curriculum or instructional mate- 
rials development or teacher training. 

African-American Institute, New tork, N.Y. (Mr. Thomas Collins, Di- 
rector) 

Ameliorative Program for Pre-School Disadvantaged Children, Institute 
for Research on Exceptional Children, University of Illinois, 
Champaign, Illinois. (Dr. Merle B. Karnes, Director) 

Anthropology Curriculum Project, University of Georgia, Athens, 
Georgia, (Dr. M. J. Rice, Director) 
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Anti-Defamation League of B'nai B'rith, New York, N.Y. (Mr. Oscar 
Cohen, Director) 

Center for Urban Education, New York, N.Y. (Dr. Raymond Drescher, 
Director) 

Elementary School Social Science Curriculum Project, Metropolitan 
St. Louis Social Studies Center, St. Louis, Missouri. (Dr. Harold 
Berlak, Director) 

Escarosa Humanities Curriculum Development Center, Pensacola, Florida. 
(Mr. Charles V. Branch, Director) * 

GeogT.aphy. Curriculum Project, University of Georgia, Athens, Georgia. 
(Dr. M. J. Rice, Director) 



Human Dignity Program, Vallejo City Unified School District, Vallejo, 
California. (Mr. Arthur Satterlie, D->,rector) 

Improving Attitudes via Cultural Understanding of Minorities, Denver 
Public Schools, Denver, Colorado. (Dr. Joseph Brzenski, Director) 

Intergroup Relations Program, Lincoln Filene Center, Medford, Mass- 
achusetts. (Dr. John S. Gibson, Director) 

Law in American Society Foundation, Chicago, Illinois. (Dr. Robert 
Ratcliffe, Director) 

^n: A Course of Study, Educational Development Center, Cambridge, 

Massachusetts. (Mr. Peter B. Dow, Director) S 

Milwaukee Social Studies Program, Milwaukee Public Schools, Milwaukee, 
Wisconsin. (Mr. Arthur Rumpf, Director) 

Multicultural Social Education Program, Southwest Educational Devel- 
opment Laboratory, Austin, Texas. (Dr. Dell Felder, Director) 

Social Science Education Consortium, Boulder, Colorado. (Dr. Irving 
Morrissett, Director) 

South Bronx Multi-Purpose Supplementary Education Center, SOMPSEC, 

New York, N.Y. (Mr. Joseph Matthews, Director) 

Western Behavioral Sciences Institute, La Jolla, California. (Dr. 
Wa3nnan J. Crow, Director) 

More detailed information on each project, obtained through 

actual visits by project staff members, follows: 



AFRICAN-AMERICAN INSTITUTE 



Mr. H. Thomas Collins, Director, School Services Division 

The African-American Institute 

866 United Nations P^laza 

New York, New York 10017 

Type: Developmental/dissemination and Implementation/application 

HJo d/itCL TepoTt has been issued to date* An evaluation of EPOA Summer 
Institu' es related to teaching about Africa is currently in pro- 
gress and will result in a guidelines publication for inservice 
programs in the winter of 1970-71. 

P3K>duQt8 presently availdble: Bibliographies, series of memos for 

teachers dealing with resources and teaching strategies. Other 
materials available for exapinatipn in the Materials Center at 
the site are a variety of textbooks, other printed materials, and 
audiovisuals . 

Future piM:>ti(iaticm : One dealing with African views of Africa 

(Spring, 1970); revised guide to institute inservice programs in 
New York City and Mlnneapolis-St. Paul area; "critical bibliog- 
graphy" of widely used teaching materials on Africa (Winter 1970- 
71). 

Servicies at site: Materials Center; information handouts; formal 

half-day program can be arranged for groups of 10-50; individual 
school system consultation, including consultation on curriculum 
design and assistance for inservice programs can be arranged if 
financially supported by school systems. 

Elements demonstrated/ explained/disaussed: The institute’s focus 
is upon the study of Africa generally K-12, not specifically for 
the disadvantaged, although specific suggestions can be offered 
with regard to teaching disadvantaged about Africa and Afro 
American heritage. 

Regularly open: 9 a.m.-5 p.m. daily. Recommended local transporta- 

tion; taxi. Advance arrangement for visit preferred, and re- 
quired for all but Media Center, 

Suitable for social studies and general supervisors, curriculum 
directors, administrators, department heads, and key teachers. 
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/MELIORATIVE PROGRAM FOR PRESCHOOL DISADVANTAGED CHILDREN 



Dr. Merle B. Karnes, Program Director 
Institute for Research on Exceptional Children 
University of Illinois, 403 E. Henley St. 

Champaign, Illinois 16820 

• Development al/implement ation proj e ct 
Reported data: 

Final Report a Researah and Development Program on Preschool Dis- 
advantaged Children^ USOE Bureau of Research Project No. 5~1181 
(3 vols.) 

Merle B. Karnes and others, *'An Evaluation of Two Pre--school Pro~^ 
grams for Disadvantaged Children; A Traditional and a Highly 
Structured^Experimental Preschool,” Exceptional Children, May 
1968, 667-676. 

Merle B. Karnes and Audrey Hodgins , ”The Effects of a Highly Struc- 
tured Preschool Program on the Measured Intelligence of Cultur- 
ally Disadvantaged Four-Year-Old Children,” Psycholoqu in the 
Schools, January 1969, 89-91. 

Merle B. Karnes and others, "Effects of a Highly Structured Program 
or Language Development on Intellectual Functioning and Psycho- 
l^^S^i®^i^ Development of Culturally Disadvantaged Three— Year- 
Olds," Journal of Special Education, Sunaer-Fall 1968, 405-412. 
Reports reflect program’s inclusion of science— social studies as 
one of three content areas in instructional program. 

Products presently available: Materials used in program for cur- 

riculum directors, supervisors, csonsultants , and teachers. 

Products planned: Kits for instructional use, including one on so- 

cial studies, with disadvantaged children. 

Enrichment (not basic or sequential) programed instructional mate- 
rials in production process by Milton Bradley Company (social stud- 
ies content in language materials) . 

Services at site: Live instruction on-site, ages 3-5, social studies 

topics of family and community. 

Curnoulum matervals development now in refining stage; preparing 
lesson plans. Instructional materials development now underway. 
Teacher— training program (OEC— supported) operative. 

Regularly open: 8:30 a.m-l:00 p.m. daily; weekly night meetings for 

parents participating in prog;ram. Recommended transportation: 
taxi. Advance arrangement (2 weeks) necessary. 

Suitable for social studies and elementary curriculum directors, 

supervisors, school administrators and board members, and consul- 
tants. 



ANTHROPOLOGY CURRICULUM PROJECT 



Dr, J. Rice, Director 
University of Georgia 
Margaret Hall, Milledge Ave, 

Athens, Georgia 30601 

Type : Developmental/implementation/disseralnation 

Data reported in unpublished doctoral dissertations at the Universi- 
ty of Georgia: 

Gteen, William W, , Jr,, Anthropologiaal Teaching in the First 
and Fourth Grades: A Comparison of Trained and Non-^Trained 
Teachers as Measured by Pupil Test Performonae, 1966. 

Hunt, Anne Johnson, Anthropology Achievement of Normal and Dis- 
advantaged Kindergarten ChilSpen^ 1969. 

Potterfield, James E. , An Analysis of Elementary School Children'^ s 
AJoility to Learn Anthropological Content at Grades Four, Five, 
and Six, 1966. 

Thomas, George lie, Tfie Use of Programed Instruction for Anthro- 
pology in the Fifth Grade, 1967. 

Variables measured: 

cognitive: pupils' knowledge of concepts; (some) teachers' 

knowledge of content, 
affective: pupils' attitudes 

Products presently available (in class-size or ejsamination sets of 
teacher essay, teacher manual, pupil text, pupil workbook, and pre- 
and post-tests for each grade): 

K — Concept of Culture: An Introductory Unit 

1— The Concept of Culture 

2 — Development of Man and His Culture; New World Prehistory 

3— Cultural Change: The Changing World Today 

4 — The Concept of Culture 

5 — Development of Man and His Culture: Old World Prehistory 

Archeological Methods (programmed) 

6 — Cultural Change: How Ctxvsnge Takes Place 

7 — l,an.guage 
Life Cycle 

8 & 9 — Political Anthropology: Values ,■ Socialization, Social 

Control, and Law 
Urban Community 

High School — Race, Caste, and Prejudice 

Services at site: Information handouts; queries discussed with Direct- 

tor or program development assistant. 

Demonstration: Available only occasionally , when pilot tryout is in 

progress. List of schools across the country using material avail- 
able on request. 

Elements explained/discussed: Curriculum development, curriculum and 

instructional materials iuid development. Project materials and 
data reports may be examined. 

Regularly open: 8:30 a.m.-5:30 p.m. daily. Tiecommended local trans- • 

portation; taxi. Advance arrangement necessary for visit; contact 
the director. 

Suitable for social studies and general supervisors and curriculum 
directors; social studies consultants. 





ANTI-DEFAMATION LEAGUE OF B'NAI B'RITH 



Mr. Oscar Cohen, National Director 
Anti-Defamation League of B'nai B’rith 
315 Lexington Avenue 
New York, New York 10016 
RegioiTial offices in 30 cities 

Type} Developmental/dissemination and implementation/application 
Data reports: 

Melvin M. Ttanin, editor. Research Annual ori Intergroup Relations - 
1970, annotations and abstracts of research 1966-1970. Similar 
annuals published in 1966 and 1965 with briefer bulletins in 
1964 and 1963. 

Lloyd A. Marcus, The Treatment of Minorities in Secondary School 
Textbooks. Impressionistic survey and report of selected -texts 
related to selected topics and minority groups with recommenda- 
tions for revision. 

Unreported data^ but scheduled for publication in spring, 1970” 
Michael Kane, Txo Decades Later: The Treatment of Minority 3s in 

Social Studies Textbooks. A survey of the 45 most frequently 
used texts in urban- sub urban areas. 

Subjective impression and some quantitative data. 

"Products presently available: Printed and audiovisual materials for 

sale or rent (films) on a wide range of topics relative to social 
studies and disadvantaged. 

Student materials and teacher materials. 

Future publications: Intergroup relations materials to supplement 

K-12 social studies curriculum: (1) Mexican-American (in produc- 

tion), (2) American-Indian (ih planning), Puerto-Rican-American 
(in planning) . 



Services at sites (30 regional offices): Information handouts, cat- 

alogs, materials, (films available through five despositories— 
New York, Boston, Atlanta, Chicago, and Los Angeles), queries dis- 
cussed. Hie League, through regional offices, will provide con- 
sultative service to schools and school systems, including assist- 
ance; in curriculum planning and development related to teaching 
for or about disadvantaged students, positive intergroup relations 
and related areas. 

Regular?ly open: Normal business hours. Recommended local transpor- 
tation: inquire locally. Advance arrangement for visit necessary 

contact nearest regional office. 

Suitable for social studies and general supervisors, curriculum di- 
rectors and administrators. 



CENTER FOR URBAN EDUCATION 



Itaymond Drescher, Director 

Center for Urban Education 

105 Madison Avenue 

New York, N.Y. 10016 

Type: Developmental/disseinination . 

No data report issued to date® Program evaluation based on F taming 
for Change (elementary) to be published in 1971. 

Products presently ax>aildble (but not in sufficient quantities 

for general distribution) ; Planning for Change (upper elementar)>^ 
urban geography program). Instructional Profiles: Social Studies 

(adaptable in grades 3-S) J slides, audiotapes. 

Other materials not generally available but may be examined by site 
visitor 

Services at site: Tour; information handouts ; queries discussed with 

Raymond Drescher, Frank Brown, and Michael kinsler. 

Elements demonstrated/explained/ die cussed:' curriculum development* 
curriculum materials, instructional materials and development, 
teacher training program and materials. All materials cited 
above may be examined by and discussed with site visitors. A 
conceptual framework for social education, grades K~12, is being 
developed from an urban perspective. 

Regularly open during the week; advance arrangements for visit 

necessary; recommended local transportation: taxi, subway, bus. 

Contact Mr. Drescher. 

Suitable for social studies and general supervisors, curriculum di- 
rectors and consultants. 



ELEMENTARY SCHOOL SOCIAL SCIENCE CURRICULUM PROJECT 



Dr. Harold Berlak, Director 
Washington University 
Skinker at Ijindell 
St, Louis, Missoiiri 63132 

Type : DevelopinentaX/ dissemination , 

Reported data in dissertations tinderway at Washington University: 
Jimmie Applegate, Description and .Analysis of Role Play as a Stu- 
dent Activity in an, Elementary Classroom 
Elliott Seif, An Analysis of Critical Thinking Skills and Teacher 
Strategies in Ethical and Value DileEjma Dis.eussions among Ele- 
mentary School Children 

A Description and Analysis of a Sequence of Innovative Social 
Studies Lessons Taught in an Elementary School 
Vaxddbtes measured: Affective and skill traits of studrantsj cogni- 

tive learning of students; teachers' instructional behavior. 
Products 'being devetopedS Booklets, filmstrips, and audiotapes for 
students with accompanying guides for teachers on CPianging Neig%- 
borhoods: NigeriM^ Meociao^ Boston West End^ India^ Navaho. To 

be published by L. W. Singer' Co. for graces 4-5. 

Services at site: Demonstration film and tape illustrating curriculum 

and Instructional materials development; explanation of curricu3'.um 
and instructional materials development. 

Regutajply open: 9 a.m-5 p.m. daily. Recommended local transportation 

from airpiort: taxi; from dpwntown, bus or taxi. Advance arrange- 

merit necessary for visit. Contact Harold Berlack or Timothy 
Tomlinson. 



ESCAROSA HUMANITIES CURRICULUM DEVELOPMENT CENTER 



Charles V. Branch, Director ^ 

248 East Chase Street 

Pensacola, Florida 32502 

Type: Developmental dissemination and implementation/application. 

Eo data report issued to date. Program evaluation begun January 7,) 
l'.?70, with no specified date for publication. Purpose is to assess 
inservice training /curriculum development. 

Variables to be measured: 

Affective: Teachers' perception of their role and attitudes 

toward students; students' behavioral changes. 

Unreported data on student achievement and other dimensions not fully 
analyzed. 

Product presently aoaildble: Newsletter, Esaarosa Speaks^ available 

on request. Numerous other materials not presently available for 
distribution are accessible to site visitors. 

Een^ices at site: Tour; ij,iformation handouts; queries discussed with 

director or other appropriate staff personnel. 

Demonstration: Live and videotaped inservice training and curriculum 

development; live instruction and videotaped on and off site (in 
participating public schools in Pensacola) Illustrating application 
of curriculum and teacher training techniques. 

Elements demonstrated/exptained/dis cussed: Curriculum development, 

inservice training program. A multimedia, pupil- centered approach 
is used in development of curriculum focusing on local history 
(grades 1-4) and American history (middle grades through high 
school). Cultural enrichment, exposure to local historical sites, 
and development of a resource center are given special emphasis. 

Regularly open: Monday-Friday , 9 a.m.-5 p.m. ; advance arrangements 

necessary. Recommended local transportation: taxi, auto-rental 

Ccttitact Mr. Branch. 

SiUitable for social studies and general supervisors?, curriculum 
directors, administrators, and consultants. 



GEOGRAPHY CURRICULUM PROJECT (ELEMENTARY) 



Dr, M» J. Rice, Director 
University of Georgia 
Margaret Hall, Mi liege Ave. 

Athena , Georgia 30601 

Typ& Development al/ imp lamentation/ dissemination 

Data T&povted in unpublished doctoral dissertations at the University 

of Georgia: ^ 

Imperatore, William A., Evaluation of k Conaeiptual Geography Umt 

for Kindergarten 1969. • . 

Steinbrink, John E,, The Effectiveness of a Conaeptual Model as 

an Advanced Organizer;, 1970. 

Unreported data, now being gathered, include tryout results of a unit 
on "Places and Environment." Expected available fall 1970, 

Cognitive variables measured: Pupils* knowledge of concepts. 

Products presently available: 

Ball, John M. , and others. Bibliography in Geograph^c EducaUot'i, 
ed. 1969 (mimeo) 

Unit package includes infomi\ation for teacher, pupil text or work- 
book and tests for pre- and post-testing, for grades: 

K — Eaxth: Man's Home 

Primairy — Place and Environment 

Resoux'ce and Production (expected fall 1970) 

Regions (expected fall 1970) 

5 — Rural Landscape (expected fall 1970) 

Services at site: Information handouts; queries discussed with di- 

rector or program development assistant. 

Demonstration: Available only occasionally, when pilot tryout is in 

progress. List of schools across the country using material avail- 
able on request. 

Elements explained/discussed: Curriculum development, curriculum and 

instructional materials and development. Project materials and 
data reports may be examined. 

Regularly open: 8:30 a.m.-5:30 p.m. daily. Recommended local trans- 
portation: taxi. Advance arrangement necessary for visit; contact 

the director. 

Suitable for social studies and elementary supervisors and curriculum 
directors; consultants in geographic education. 




HUMAN DIGNITY PROGRAM! 



Arthur Satterli, General Secondary Consultant 

Vallejo City Unified School District 

211 Valle Vista Avenue 

Vallejo, California 94590' 

Type : Experimental/developmental/dissemination 

Data^based report available : Hvman Dignity Th,rough Amerioan History 

Evatuabion Report (Vallfijo Unified School District, 1969), 

26p. 

Varieties measured: 

Affective: students' attitudes toward human dignity. 

Cognitive: students’ knowledge of Negro history; 

general knowledge of U.S. history on standardised 
test. 

Unreported data: Affective measures of students involved in Human 

Dignity Program (to be published by Vallejo Schools; date not 
specified) . / 

Products presently available: Himan Dignity through American History 

grades 5-8-11 (developmental stage); Himan Dignity through World 
History 3 grades 6-7-9-10 (experimental stage) ; Humanities-oriented 
English-Language Arts Program, grades K-12 (embryonic stage). 

Specially assembled packet for prospective site visitors available; 
contains curriculum guides, evaluation report, and other pertinent 
information. Cost-- $10 . 

Services at site: Tour;' queries discussed with appropriate personnel 

Demonstration: Videotape demonstrations of inservice training, and 

classroom instruction planned for near future; live instruction, 
inservice (not regular). may be arranged. 

Elements demonstrated/explained/discussed: Curriculum development, 

curriculum materials , instructional materials and development, 
teacher training program. 

Open during normal week hours; advance arrangements necessary, pre- 
ferably 3-5 weeks prior to visit; recommended local transporta- 
tion: auto- rental. Contact Mr. Satterlie. 

Suitable for social studies and general supervisors, curriculum di- 
rectors, administrators, school board members and consultants. 



IMPROVING ATTITUDES VIA CULTURAL UNDERSTANDING OF MINORTTIES 



Dr. Joseph Brzeinski* Deputy Superintendent 
Denver Public Schools 
414 Fourteenth Street 
Denver, Colorado 80202 

Type : Developmental/dlssemlnation/application 

Database: Improving Attitudes, Cultural Vnderstanding and the Oppor- 

for AOiieoement. Denver Public Schools, Denver, Colorado, May 
1968, and Eay, 1969. * ^ 

Vcopidbles measvpped; 

Affective: social attitudes toward Anglo, Hispanic, Negro, and 

Asian Americans . 

Cognitive: cultural understanding of minority and majority 

groups in city of Denver land in the Southwest. 

Froduots pvesentVy cwcdtdble: Attitude Inventory Fi^aotiae Fornix 

SemmtiQ Differential Attitude Assessment^, \arxd m/anual for adminis- 
tration. Teacher Reference Sheets for Television Programs; films 
for television available from Great Plains Library, Lincoln, 
Nebraska, on cost basis j films titled: Sources of Understandinaf 
ReservaUons in m Southwest; Indian Life in a City, Hispanic 
Heritage, Hispanic Life in a City; Patriots and Western Pioneers, 
Mervcan Negroes in Our City and Nation, Asian American Heritage, 
Festvvals, Fun, and the Future, Understanding for the Future, 

Services at site: Tour; Information handouts; queries discussed with 

director and program developer. 

Demonstration: Film presentation on program development; live in- 

struction in Denver Public Scliools. 

Elements demonstrated/explained/discussed: Program development, 
program materials , schedules for administration of the program. 

Regularly open: 9 a.m.-3 p.m. , Monday throtigh Friday. Recommended 

local transportation: taxi. Two— week' advance arrangement for 

visit necessary; contact Dr. Brzenskl. 

Suitable for social studies and general supervisors, curriculum di- 
rectors, administrators, and consultants. 



INTERGROUP RELATIONS PROGRAM 



Dj?. John S. Gibson, Director 

Lincoln Filene Center f;or Citizenship and Public Affairs 

Tufts University 

Medford, Massachusetts 02155 

Type i Developmental/iraplementation/dissemination 

Data veppTted in A Bpogvom fox* Elementax>y Sahoot Education: 

The Intexgvoup Relations Curxioutm (2 vols.)> 1969. ED-030-605. 

Evaluation made of program, as used in three local schools one 
summer, includes both affective and cognitive variables. 

Rvoduots aDailable: The Intex*gxoup Relations Cux*viculwn (two 

volumes sold as a unit) . Second volume presents techniques and 
procedures for teachers ’ use in social studies in a program 
both for and about the disadvantaged (minority groups), A 
set of illustrations ($25) and a teacher-training seminar ($300) 
are also separately available. 

Sexn)iom at site: Information handouts; discussion of queries; 

filmed demonstration; explanation of developmental work. 

For general information on program, contact Miss Doreen Blanc, 
Curriculum Specialist. 

Detnon&tvation: Film (see above) ; live in local school by pre- 

arrangement. Contact Mr. Major Morris, Coordinator, Intergroup 
Relations Program. Advance arrangement necessary. 

Elements demonstrated/ ecoplained/disaussed: Teaching ethnic, human, 

or intergroup relations; reducing ethnocentrism; minority groups 
and disadvantaged, including inner-city, schools; development 
of program for elementary school teachers. Materials cited above 
may be examined. 

Regularly open: 8:30 a.m.~4:30 p.m. daily. Recommended local 

transportation? taxi from Logan Airport; from Boston (North 
Station), subway to Clarendon and bus to Powderhouse Square 
(1/4-mlle walk to university). Advance arrangement for visit 
to Center preferred (contact Miss Blanc); for visit to local 
school demonstration, necessary (contact Mr. Morris). 

Suitable for social studies and elementary supervisors and 
curriculum directors, and consultants. 



LAW IN AMERICAN SOCIETY FOUNDATION 



Dr. Robert H» Ratcll££e» Director 

Room 850, 29 S. LeSalle St, 

Chicago, Illinois 60603 

Type: Developmental/dissemination/implementation/application 

Data jPepQVted ini "Teaching Law as an Integer of Social 
Studies," Ittinoia Journal of Eduoatiorh January, 1970. 
Unpublished annual evaluation report. Unpublished dis- 
sertations; Jack Zevin, gaining Teaoheva in the Inquiry 
Method: The Ef feats of an In-Serviae Institute on Teaahers * 

Behccoiov in t/zel Classroom, University of Michigan, 1969; 

J. Willard Harris, An Examination of Matex>ials fqr_ the___ 

Politiaat Sooialization of Inner CitiTchildren» Northwestern 
University, 1970; An Experimental Evaluation of Fifth Grade 
Mate rials on Lawl<^^ American Hie Northwestern 
University j 1970. 

Variables measured: 

Affective; various affective traits of students and teachers, 
grades 5-12. 

Cognitive; various cognitive traits of teachers, grades 5-12. 

Unreported data involving evaluation of students and teachers 
planned for publication in fall 1970 or later (undecided). 

Products presently! available: , Four casebooks (textbooks) and 
accompanying Teacher ^ s Handbooks , , by Robert H. Ratcliff e 
and others, published by Houghton-Mifflin, 1970,' Low in a 
New Land (middle grades) , 'TAe Law and American History* 

(junior high), L^gal Issues in American History (senior high). 
Justice in Urban America ' (senior high) (latter also available 
as 6 booklets ±n Justice in Urban America] Seri es } Intended 
for courses in .American history and government, civics, problems, 
and urban affairs. For disadvantaged and other students; about 
half of content concerns inner-city people. Focused on law, 
social Issues, and problems. 

Services at site: Information handouts (sataple instructional 

materials and latest annual report); live demonstration off- 
site (in local schools). 

Elements demonstrated/ explained/ discussed: Curriculum development 

and instructional materials development and teacher training in 
inquiry techniques during summer institutes (probably operative 
during summers of 1970 and 1971). Concerning instruction in 
grades 5-12 (see products above for courses and emphases) . 




i ■■■/ 






Eegutax^ty open: 9:30 a.ra,-3:00 p.m. daily. Recommended local 

transportation; airport limousine to LaSalle Hotel; taxi to 
schools. Advance arrangement (minimum 1 month) necessary for 
visit. 



Suitable for social studies and secondary supervisors, curriculum 
directors, administrators, and school board members. 



MAN; A COURSE OF STUDY 



Mr, Peter Dow, Director 

Social Studies Curriculum Project 

Educational Development Center 

15 Mifflin Place 

Cambridge, Massachusetts 0213S 

Typ&: Developmental/implementation/dissemination 

data vepovted chiefly in Janet Hanley and others, CuTiosi-ty^ 
Competmae^^ Community, Educational Development Center, 1970. 
Vccx?iahleB meaewed: 

Affective; pupils’ attitudes toward cultural factors and the 
course; teachers’ attitudes toward the course. 
Cognitive; pupils’ information level, comprehension, and 
reasoning ability involving course content. 
Instructional; teachers’ instructional behavior Including 

interaction with and among pupils. 

Px^oduots available: Course material including 16 films with teacher 

guide and printed (Illustrated) pupil material accompanying each. 
Printed material is $325 for class-size set. Film (16 mm.) rental 
la $225 for set of 16; purchase (super 8 mm.) $1,750 for set (with 
purchase of 5 sets printed material) . Teacher training required 
prior to use of material. For grade 5 or 6 (recommended for grade 
6 with disadvantaged pupils). Information brochure,, A Coiwae 

of Study i free on request. Other occasional productdT. 

Sewioea at site: Information handouts; discussion on queries; 

demonstration and explanation of curriculum development; film 
demonstration. Sample curriculum sets may be ordered for examina- 
tion. 

Regularly open: 9 a.m.-4 p.m. dally. Recommended local transpor- 

tation; from Logan Airport, taxi; from Boston, subway to Harvard 
Yard station. Advance arrangement desired for visit. Recommend 
that Interested individuals contact one of the NSF-supported 
Regional Centers to arrange for visit, training, or material pro- 
curement, Regional centers and addresses follow. 

Suitable for social studies supervisors and curriculum directors, 
and consultants. 



Regional Centers for MAN: A COURSE OF STUDY 



WEST 


NORTH WEST 


Thomas Fitzgerald 


William Harris 


Temple Buell College 


College of Education 


1800 Pontiac St, 


University of Oregon 


Denver, Colorado 80220 


Eugene, Oregon 974C3 


(303) 394-6012 


(503) 342-1141 Ext. 1180 


SOUTH 


James Kohler 
Trl-Unlversity Project 


James Sundeen 


University of Nebraska 


Florida State University 


Lincoln, Nebraska 


933 W. College Ave. 
Tallahassee, Fla. 32306 


(402) 472-2565 


(904) 559-4409 


EAST COAST 


MIDWEST 


Dennen Reilley 

Central Connecticut State College 


Paul Bloom<iulst 


1615 Stanley St. 


Room C-319 


New Britain, Connecticut 06050 
(203) 225-7481 Ext. 487 


Northeastern State College 
Chicago, Illinois 60625 
(312) 583-4050 Ext. 208 


EAST 


John Herllhy 
635 James St. 

Syracuse, New York 13203 
(315) 474-5321 


• 
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MILWAUKEE SOCIAL STUDIES PROGRAM 



Mr, Arthur Rumpf, Social Studies Supervisor 
Milvjaukee Public Schools 
5225 West Vliet Street 
Milwaukee, Wisconsin 53208 



Cognitive: 



Typei Developmental/d.lssemination and implementation/application 

Data base: Ashbaugh, William H. . Seventh Of^e f 

Evaluation. Milwaukee, Wise.: Departnenc of Psychological SeCT^^ 

and Educational Research, Milwaukee Publi.c Schools, Sept, b, 

June 16, 1967. (mimeo) ERIC ED 019 334. 29 pages.' Program I^as been 

in operation since above date. No additional data collected. St 
efforts have been in materials revision and production. Since 1967 
program has been expanded to include all seventh grades in district. 

Affective: teachers^ principals, and pupils reaction ’ 

pupils’ attitude toward citizenship responsibilities, 
work/study skills; anthropological approach to cultural 
iiniversals, i.e. food, shelter, family, art forms, 
government, etc. 

Fvoduat pi>esently avaiUble: Pupil and teechet jmteviaU TheM^i^^ 

Readings to Aaaompang She Amex-ioan, leaaheps Uamal, * . 

$ 6 . 

SeroioeB at Bit&: Tour; queries discussed with social studies super- 

visor or ESEA supervising teacher. 

Demonstration: Live instruction off site (in inner-city schools) . 

Elements demonsti’ated/esxplained/diseussed: Curriculum development, 

currlcuJ.um materials, instructional materials and development. 

Project directors urge prospective site visitors to procure Is 

to assure familiarity prior to site visit. 



RectulcCPly open: 9 a.m.-5 p.m. daily, September through June. Reco - 

mended^local transportation: taxi. One-week advance arrangment 

preferred; contact Mr. Blumpf or Mr. Harold Hohenfeldtat at addreJs 

above. 



Suitable for 
directors. 



social studies and gctneral 
administrators, consultants 



supervisors, curriculum 
, and school board members. 
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MULTICULTURAL SOCIAL EDUCATION PROGRAM 



Dr. Dell Felder, Program Director 

Southwest Educational Development Laboratory 

Commodore Perry Hotel, 800 Braasos St. 

Austin, Texas 787 

Typ&: Developmental/disssmination/implementation project 

No dcLtcL issued to date. Program evaluation planned for publica- 

tion in 1972. Purpose is assessment and revision of materials and 
program. 

Vay^iahtes to he meastwod: 

Affective; teachers* reactions to materials; pupils" reactions to 
learning tasks. 

Cognitive; pupils’ recall, concept application, synthesizing and 
evaluating abilities. 

Unrepox>ted data include pupil daily performances on mastery and unit 
criteria tests. Also .^aily teacher checklist response to performance 
vis-a-vis behavioral objectives for dally lessons. Checklist stresses 
teaching time, pupil interest, and pupil performance. Completed check- 
lists are analyzed by site coordinator, seeking to "red flag" problems. 

Produat presently available : Multicultural Social Education Sound- slide 
'Presentation (overview of program) available on request, borrower to 
pay return postage. 16 min. audio tape, 2-projector slide program. 

Other materials not generally available for distribution but may be 
examined by site visitor. 

Eosnected to he ^available Seiptemhev ^ 1970; 16 first-grade Multi- 

oultural Social Education Units (for teachers), and Teacher's 
Information Manual, First-Year Program. 

Services at site: Tour; information handouts; queries discussed with 

Information Briefing Office or Social Education Program personnel. 

demonstration: Sound-slide program (see above); live instruction off-site 

(in selected public schools in Texas), using basic concepts in program 
from sociology, anthropology, economics, geography, political science, 
and social psychology with stress on cognitive skill development. 

Elements demonstrated/ explained/discussed: Curriculum development, cur- 

riculum materials, instructional matcjrials and development, teacher 
training program and materials. Materials cited above may be examined. 

Two staff development training modules and some second grade units now 
in process of development. A social studies readiness Early Childhood 
Education Program tor ages 2-5 is being developed. It stresses over- 
coming cultural experience deprivation. Social studies elements not 
distinctly identifiable. 

Regulcaely open: 8; 30 a.m.-5;30 p.m. daily. Recommended local transporta- 

tion; taxi. Advance arrangement for visit preferred; contact Dr. Felder. 

Suitable for social studies and general supervisors, curriculum directors, 
administrators, and consultants. 
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SOCIAL SCIENCE EDUCATION CONSORTIUM 



Dr. Irving Morrissett, Executive Director 

Social Science Education Consortium, Inc. 

1424 Fifteenth Street 

Boulder, Coloraido 80302 

Type: Dissemina talon 

Social science pro,iect materials have been collected into a curriculum 
library. A numb€\r of thesci project materials have been analyzed by 
the consortium staff using scheme developed by staff. Some curricu- 
lum projects have been tested in school districts in the vicinity 
of Boulder with samples of rural/urban, disadvantaged /nondlsadvan- 
taged students. 

Um*epor>ted data include descriptions of trials of social science 

education project materials and reports based on tryouts in schools. 

Px^oduote px* 0 s&ntZy cuoai/Ldb’tei Position papers on aspects of social 
science education; topics and price list available on request. 

Om^viQuVm mabevialQ and results of trials not available for 

general distribution but may be examined by site visitor. 

SeT-oioes at site: Uise of curriculum library, examination of results 
of trials of project materials, examlnatien of analysas of projects 
materials, quorlas discussed with consortium personnel. 

Regutax^ty open: 9 a.m*-5 p.m. daily,, Recommended local transportation; 

taxi. One-week advance arrangement for visit necessary; contact 
Dr. Morrissett. 

Suitable for social studies supervisors, curriculum directors, and 
consultants. 



SOUTH BRONX MULTI-PURPOSE SUPPLEMENTARY EDUCATION CENTER 

(SOMPSEC) 



Mr. Joe Matthews, Director 

South Bronx Education Center (SOMl’SEC) 

368 E. 157 St. 

Bronx, N.Y. 10451 

Type : Imt>leinentation/application/deinons tration 

Data reports Issued to date: Program evaluations by The Psychological 

Corporation (1968) and Westinghouse (1969) . 

Variables measured: 

Affective: student reactions, self-images (1968) 

No further data reports planned. 

Produote presently available: African Bistory (pamphlet); 

Cononoa A Puerto Rico (historical fact) j SOMPSEC (program over- 
view) . 

Other materials not generally available for distribution but may be 
exajnined by site visitor. 

Services at site: Tour of African, Afro-American, and Puerto Ric£in 

heritage rooms; library- resource center; fine arts gallery; 
queries discussed with staff. 

Demonstration: Lecture-slides i presentation o£ Afro-American history; 

lecture-demonstration of Puerto Rican culture; demonstration of 
live instruction in native dances, songs, music; Jfine arts gallery 
and studio instruction also live. 

Elements demonstrated/essplained/discussed: Program development, 

materials, instructional materials, development. 

Regularly open Monday-Saturday. Advance arrangements highly de- 
sirable. Recommended local transportation: taxi, subway, bus. 
Contact Mr. Matthews. 

Suitable for social studies and general supervisors, curriculum 
directors, administrators, and consultants. 
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WESTERN BEHAVIORAL SCIENCES INSTITUTE 




Wayman J. Crow, Director 

Western Behavioral Sciences Institute 

1150 Silverado 

La Jolla, California 92037 

Type>: Development al/dissemination center 

data based report: "Exploring Classroom Uses of Simulations." 1966, 

22 p. 

Affective variables measured: 2,500 San Diego pupils* reactions to 

simulations. 



Unreported data: ’.'Longitudinal Study of Change in Urban Context as 

a Result of Simulations in Minority Commiinities," no date given. 

Products presently a;Vaildble: 

Publications for teachers about simulation materials! 

Occasional Newsletter — subscription $5 (3 issues) 

Occasional Newsletter — set $5 (9 back issues) 

"Exploring Classroom Uses of Simulations," 90 cents 
"Using Simulations to Teach International Relations," $1.25 
Films showing simulations. Rental arrangement possible. 
Educational Simulations for classes : 

"Plans": Sample Set ($3); 25 or 35 Student Kit ($35 and $50) 
"Sitte" : Sample Set ($3); 25 or 35 Student Kit ($35 and $50) 
"Starpower": Do-it-yourself instructions ($3); 18-35 Student 

Kit ($15) 

Services at site: Tour; infomation handouts; queries discussed with 

staff. 

demonstration: Simulations, filmed and live", on site. 

Elements demonstrated/explained/discussed: Curriculum development/ 

materials; instructional materials /development ; 'simulations. 

Regularly open by appointment during week. Recommended local trans- 
portation: auto, auto-rental, taxi. Contact Dr. Crow. 

Suitable for social studies and general supervisors, curriculum di- 
rectors, educators with special interest in simulations,, 
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CURRENT RESEARCH ON SOCIAL STUDIES FOR AND ABOUT THE DISADVANTAGED 



Few documents on this topic have recently been put into the 
ERIC system. However, those listed below relate sufficiently to . 
warrant revjLew by social studies educators interested in the dis- 
advantaged. 

Teaching About MinoHties in Classroom Situations: Besouroe Bulle- 

. tin for Teachers in the Secondary Schools, Curriculum Bulletin, 
1967-68 Series, No. 23. ED 023 691. 122 p. MF - 50e HC not avail- 

able from EDI^. 

Teaching Vocational and Citizenship Education in Social Studies, 

ED 022 022. 134 p. MF - 75o; HC - $5.44. 

The Navajo Social Studies Project, ED 025 346, 61 p. MF - 50e 

HC - $3.15. 

Self-Esteem and Achievement Expectation for White and Negro Children, 
Curr/.culum Report. ED 021 938. 37 p, MF - 25<?; HC - $1.56. 

Africa South of the ScAiara: A Resource Guide for Secondary School 

Teachers, ED 023 692. 217 p„ MF - $1:; HC - $10.95. 

Contributions College and University departments Can Make to More 
Effective Teacher Education in Social .Studies for the Elementary 
School, ED 025 461. 18 p. MF - 25<:; HC - $1. 

Preparation and Evaluation of Social Studies Curriculum Guides and 
Materials for Grades K to 14, ED 023 690. 459 p. MF - $1.75: 

HC - $23.05. 

The Origins of Racial Discrimination in America: Slavery or Color? 

Teacher and Student Manuals, ,ED 032 338. 33 p. MF - 25o; HC not 

available from EDRS. 
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Office of Information Dissemlnation/OFFICE OF EDUCATION 
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EVALUATION 



PRACTICE 









Effective dissemination, especially of research and development findings, can 
be a powerful force in advancing the cause of education. To facilitate commu- 
nication between the researcher in the laboratory and the educator in the class- 
room, the Bureau of Research has inaugurated a special report service. These 
reports, prepared under USOE contracts, are interpretations of educational 
research and development directed at solutions to problems faced by the Na- 
tion’s schools. Many State agencies and other groups concerned with education 
are participating In this service by repackaging and disseminating the reports 
to meet the needs of their local school districts. The cooperating agencies have 
been selected because of their strategic position in the educational community. 
Through this joint effort the Bureau of Research hopes to strengthen State and 
local educational information services and to speed the adoption of tested edu- 
cational innovations. 



putting 
research 
into 

educational 

practice 
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